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Abstract
The title ‘Inclusive schooling: contexts, texts and politics’, names a thesis which 
critically analyses the development of inclusive schooling in the small Australian 
Island state of Tasmania between 1996 and 1998. The ‘Inclusion of Students 
with Disabilities’ policy, introduced in 1995 by the Tasmanian Department of 
Education, Community and Cultural Development, provides an opportunity to 
understand the cultural context and politics of change in schooling over this 
period.
The qualitative methodology deployed here is informed by poststructuralism and 
captures the everyday experiences of university teaching as a research site. The 
teacher/researcher as the visible maker of the research use metaphors of fibre and 
textile practice, techniques of textual juxtaposition and her positioned 
subjectivity as a female academic to tell a 'big story'. The researcher develops a 
'double method' as a possible model for Inclusive research practice and 
educational policy analysis.
Using a critical ethnographic method, derived from the work of Carspecken (1996), 'data stories'  
(Lather & Smithies 1997, p.34) are produced from the narratives of five key 
informants – a parent, two teachers, a policy-maker and the researcher. 
Assembled as the data of the thesis the multi-voiced texts provide an account of 
the sociocultural, professional and systemic context of Inclusive schooling over a 
three-year period. IN the analysis these data are interpreted from a feminist 
poststructural standpoint.
A deconstructuive reading of the data stories interprets the discourse of inclusive 
schooling emphasising the dominant foundation of the special education 
knowledge tradition. The idea of author function (after Foucault 1975, 1984b 
and Grundy and Hatton1995) is used to interpret the 'texts' of the key Informants 
as discursive constructions. The researcher theorises inclusive schooling as   an 
entangled, multiple and contradictory discourse, embedded in the social, cultural 
and material contexts, rather than a singular unitary Idea f the progress within the 
special education knowledge tradition.
The study contributes a fine-grained analysis of the constructed knowledge of 
inclusive schooling in one locality. The thesis advocates continuing engagement 
with questions of epistemology and social transformation in Inclusive schooling, 
rather than persisting with technical rationality and the status quo.  The 
researcher takes the position that the opportunities to theorise inclusive 
schooling lie within the multiple and disparate constructed texts of the micro 
world of everyday practice and the macro understanding of understandings of 
contemporary social justice. the poststructuralist writing/reading questions 
traditionalist theorising in the special education field. central to the negotiations 
of power and truth inclusive schooling research and practice is a communicative 
theory that transforms populist conceptions of inclusion.  
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Loom - the more or less elaborated frame constructed for weaving, with the 
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1
The title of the thesis, ‘Inclusive schooling: contexts, texts and politics’ is the loomed piece I have 
made to understand inclusive schooling as a cultural representation of the politics of educational 
change within schooling. The thesis concerns students with/without disabilities, their teachers, 
bureaucrats and the academy. I use the organising frame of narrative to argue that the very efforts 
of inclusive schooling to liberate perpetuate the relations of dominance. The research was carried 
out in Tasmania between 1996 and 1998. 
The purpose of the study is to understand the way that the special education knowledge tradition 
constructs inclusive schooling. The narration of events surrounding the implementation of the 
Inclusion of Students with Disabilities Policy (DECCD 1995b) in Tasmania is a way to ask 
questions of this practice. I use ‘narrative’ to mean storytelling.  
As White (1980, p.5) notes, the words ‘narrative’, ‘narration’, ‘to narrate’ derive via the Latin 
gnãrus (knowing, acquainted with, expert, skilful); and narrõ (relate, tell) from the Sanskrit root 
gnâ ‘know’. The same root yields the Greek JQZULPR9– ‘knowable’. ‘Narrative is a metacode, a 
human universal on the basis of which transcultural messages about the nature of a shared reality 
can be transmitted’ (White 1980, p.6). Narrative is listed by Denzin (1989, p.27) as being a 
member of ‘a family of terms [that] combines to shape biographical method’.   
The narrative in the thesis text presents through the key informants and myself, as the 
teacher/researcher, a study of local practice. Using informants to produce data is part of an 
ethnographic technique to learn from someone who is a competent member of a setting (Smith 
1990, p. 101). The research reflects the sociocultural life of Australia, the systems of schooling 
and the professional practice of teachers and academics, in relation to a contemporary educational 
discourse, inclusive schooling.  
The education of students with and without disabilities in ordinary schools is recently described as 
‘inclusive schooling’, ‘inclusion’, ‘inclusive education’ (Ainscow 1993; Ainscow 1996; Meyer et 
al. 1996; Slee 1996a; Slee 1997). The meanings I construct in this research reflect a social science 
that is critical and partial, a science that centres on ‘the science and politics of interpretation, 
translation, stuttering and the partly understood’ (Haraway 1991, p.195).  
The thesis has five distinct parts. In between these parts are pretexts and intertexts. The pretexts 
work to support the constructions of the representations. The intertexts, with one exception in part 
four, are a visual narrative of the special education knowledge tradition in Tasmania from 1967 to 
1998. The part four intertext interrupts the analysis of the data and works to sustain the theorising 
evolving from the discourse of the thesis text.  
Following this introduction is the overview of the research, the ‘opening’. The ‘opening’ attempts 
to familiarise the reader with the study, the theory and positioning of the research. Part two 
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describes the methodology.  Here the use of ‘double method’ is used to foreground the 
methodological struggles of developing inclusive research practice. After this is part three, the 
story series. The story series introduces four of the five key informants of the study and describes 
how and where the research data were produced and located.
The parent story, ‘Parent politics’, is the first narrative in the story series. This story is preceded 
by an image intertext. Comprising photos of students with disabilities in special school settings 
settings, Image intertext 1, Educational facilities in Tasmania for handicapped children, 1967 
introduces the earliest available visual recording of the education of students with disabilities in 
Tasmania. Intertwined in the parent story is my literature review of inclusive schooling. Here I ask 
questions of the special education knowledge tradition and its relationship to inclusive schooling.
The second story series is ‘The Teacher Tales’. In this narrative, two teachers jointly tell of their 
work.  The teacher’s story has two parts. The first is an abridged record of their work, written as 
part of a university based course of professional development, EBA 720 Resource/support teacher 
skills, which I led in 1996. The second part of the teacher’s story is presented in the thesis text as 
a conversation recorded in 1998 between the two teachers and myself. Planned as a semi-
structured interview, the conversation reflects on teachers’ work in 1996 and through the prompts 
from me as the interviewer and researcher, records the responses to the interview questions from 
the two teacher informants, Deb and Jo. Deb and Jo were asked to respond to four questions. The 
questions focused on the impact of the Inclusion of Students with Disabilities Policy (ISDP) on 
their work in 1998. 
The strips of text in between the narrative of the two teacher informants, describe my practice as 
teacher in the academy and the actions within the university and bureaucracies to consider the 
issues of teacher development and preservice teacher education as they relate to the idea of 
inclusive schooling.  The story of Deb and Jo, joined to the literature of teacher development 
practices is followed by the second image intertext Educational facilities in Tasmania for children 
with special needs 1973-1990.
The final story in part three introduces a policy-maker closely connected to the implementation of 
the ISDP.  The written text and some ‘factoid boxes’ (Lather & Smithies 1997, p. xvii) refer to the 
Australian policy, the National Strategy of Equity in Schools (NSES) and the implementation of 
this national policy within Tasmania. As in the preceding stories I interrupt the voice of the 
informant through the insertions of strip text. The strip texts in between the policy maker’s tale 
outline the connections between actions and experiences in the implementation of policy and 
practice within the Tasmanian government education system. In 1998 a total 5649 teachers were 
employed in the government education system. 
Following the structure of the previous narratives of the parent and the teachers the story ‘Policy 
as ‘text’’ is constructed from two parts over a three-year period between 1996 to 1998. The 
narrative collection of stories from the informants concludes after the policy maker’s story, with 
the final image intertext, ex//inclusion@98.
Part four, has two sections. The first section is a tentative interpretation of inclusive schooling 
discourse and my initial reading of the positioning of the social actors from a monological 
perspective. The second section is a (re)reading of the key informants extended ‘data stories’ 
(Lather and Smithies 1997, p. 34) developed from dialogical interactions between the researcher 
and the research participants.
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The final essay, part five of the thesis, is my discussion and the return of the argument. The essay 
includes what I have understood from these data of the story series and the analysis in response to 
the questions for research. In the close of the thesis, the group of texts that I have produced as the 
thesis text are read according to Carspecken’s final two stages, identified by him and in my thesis 
text as stages four and five of the critical ethnographic research model. 
In the analysis, the discursive practices are read from the data of the thesis text, and theorised 
from Foucault’s notion of the role of the author. Drawing from an Australian study by Grundy and 
Hatton (1995) of teacher educators’ ideological discourses the discourses of inclusive schooling 
are read as a ‘distinctive order of social relations’ (Smith 1990,p.214). The final essay is my 
discussion of possibilities within the social reality of work in contemporary education 
environments for a renegotiation of inclusive schooling research and practice in education. 
Before opening the thesis text I will situate the reader within the history of education and special 
education in Tasmania. This is an abridged part of the larger (hi)story, serving to contextualise 
briefly the events surrounding the ISDP.  
2 Penal history
Tasmania, or Van Dieman’s Land as it was first known, was the second penal colony established 
in Australia after Sydney. The ruling colonial interests of the penal settlement dominated the early 
history of education in Tasmania. The first children to receive education were ‘the poor, the 
neglected, the orphaned and the incipiently criminal children’ (Phillips 1985, p.10). Although 
schools in Tasmania were assisted by the government from 1817, when Thomas Fitzgerald was 
given a subsidy for education on the condition that he admitted poor children free, the government 
did not take full responsibility for any school, other than those attached to the convict system, 
until 1839. (Sprod 1984, p.18). Education was viewed by the imperial powers as having a moral 
benefit to the colony whose ‘adults were sunken too deeply in vice to be reclaimable’ (Phillips 
1985, p.11). In 1828 the King’s Orphan School (later to be known as the Queen’s Orphan School) 
opened. Established by sectarian interests, poor children were admitted free (Barcan 1980, p.62). 
When the school moved to new premises at St. John’s Park, New Town, up to 500 orphans at a 
time received basic education and residential care. On leaving, boys were apprenticed to a trade 
nd girls entered domestic service (Griffiths 1983, p.1). a
In 1833 the Colonial Office established the Point Puer School for juvenile prisoners. The school 
was described as ‘an experiment in the reformation of child convicts’ (Austin 1972, p.1). Two 
good conduct men from Port Arthur were in charge of the school.  
School occupied two and a half hours on alternate days, but again it was not very 
successful … In all, the majority of the boys made very little progress except for the 
few bright boys who learnt despite the system. Most progress was made with reading. 
In 1837 of the 99 illiterate boys who entered the institution 58 were taught to read and 
in 1868 the numbers were 160–114 (Hooper 1967, pp.19–20). 
In 1839 Governor Franklin established a Board of Education, based on the principles of the 
British and Foreign Schools Society, to fund and supervise the public day schools of the colony. 
The system was non-sectarian, partly funded by the state and partly by the parents’ contributions. 
The system was centrally controlled with local support encouraged and intended for all of those 
who chose to avail themselves of the services, but particularly for the poor (Sprod 1984, p.18).  
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Thomas Arnold’s report on education in 1850 notes 500 children being maintained and instructed 
at the Queen’s Orphan School in New Town. The school was the only school in the state to have 
industrial training in its curriculum (Reeves 1935, p.53). In 1865 the Hobart Town Benevolent 
Society presented a petition requesting the government to ‘establish industrial schools and 
reformatories for the vagrant and neglected children who infested the city streets’ (Phillips 1985, 
p.54). In 1868 the Public Schools Bill was introduced. School attendance became compulsory for 
children between the age of seven to twelve years who lived within one mile of public schools in 
certain ‘settled’ districts. The act provided some exemptions: children who could already read and 
write and those who were educated privately (Sprod 1984, p.20). Tasmania was the first colony of 
the British Empire to have compulsory education.  The enactment of compulsory education, 
however, ‘did not raise the level of interest in the community as some had hoped and neither did it 
raise attendance levels at schools’ (Phillips 1985, p.56).
In 1885, a State Department of Education was established under the Education Act. The Act 
exempted children ‘whose health or some other unavoidable cause prevented attendance at 
school’ (Reeves 1935, p.78). These exemptions included children with physical and mental 
disabilities. The Act established a number of statutory functions including: 
Regulating the establishment, maintenance, and classification of state schools, 
kindergartens, training colleges for teachers, practising schools, manual training 
schools, domestic economy schools, night schools, continuation schools, technical 
schools and classes, schools for the blind, the deaf, the dumb and other defectives, 
truant schools and other such schools as the Minister recommends (Reeves 1935, p.80).  
The Blind, Deaf and Dumb Institute, a benevolent institute, was founded in Hobart in 1887. In 
1905, an amendment to the Education Act 1886 made the education of blind, deaf and mute 
children between the ages of seven and sixteen compulsory. The Education Department 
contributed to the tuition fees and board for education at the institute, and after 1925 took 
responsibility for the payment of teachers (Griffiths 1983, p.2). 
3 The early history of special education in Tasmania 
In 1910, public interest in the education of ‘mentally deprived children’ increased. Rodwell cites 
the words of J.T. Mather as an early advocate of the maintenance of separate schooling systems. 
‘(T)he segregation of these children provided them with a better education and lessened the 
burden on the rest of the class’ (Rodwell 1992, p.201).  In 1916 the Directors of Education from 
all states met for a conference to discuss the needs of the ‘mentally handicapped’ (Ashman & 
Elkins 1990, p.27). The inception and growth of the special education knowledge tradition in 
Tasmania is attributed to Henry Thomas Parker, the first psychologist of the Education 
Department, supervisor of special classes and lecturer at the local Teacher college. ‘Parker made a 
significant contribution to the establishment of psychological testing programs and the 
development of special education services in Tasmania’ (Griffiths 1981, p.18). Parker cited the 
following as the reasons for the establishment of separate special classes: 
1. The ordinary class should be freed from the influence of unusually dull children. 
2. The curriculum should be modified for children who will not develop up to ordinary 
level. 
3. The rate of progress should be lessened, and made proportionate to the natural rate 
of development in each individual case. (The class should therefore be ungraded). 
Inclusive Schooling: Contexts, Texts and Politics 5
4. Teaching methods should be modified to meet the needs of exceptional children. 
5. The class should be an observational class. In many cases long observation alone 
will enable the distinction to be drawn between (a) backwardness from accidental 
circumstances, such as negligence and its consequences; (b) dulness [sic]; and (c) 
moronity. 
It will be observed that the purpose of placing dull children in special classes is not that 
they may receive special coaching to keep them level with normal children. Rather it is 
to provide for the admitted incurable dulness[sic] or defect that demands permanent 
special treatment. The idea is not to make normal citizens, but to exploit to the greatest 
social advantage the ability of each child by natural endowment. 
(Parker 1920, p.116) 
In 1920, a Tasmanian Mental Deficiency Act was passed. This was followed in 1923 by the 
creation of the Mental Deficiency Board. An amendment to the Education Act in 1924, became 
the impetus for the establishment of the Girl’s Welfare School for ‘subnormal’ 14- to16-year-olds. 
A Boys Welfare School opened in 1927 (Griffiths 1981, pp.22–23). The Education Act 1932
(Tas.), excludes education for children ‘unfit’ to attend school and places the requirement on 
parents to provide efficient and sustainable education that the minister could direct by removing a 
child to an institution (Education Department 1983, p.19). This power of the Minister and 
exclusion of students with disabilities from the school system remained unchanged until the 
Education Act was amended in 1984. 
 
4 The modernist period of education in Tasmania
In 1946 there were two special schools and four welfare schools in Tasmania. The minimum 
school leaving age was raised to 16 in 1946. The ‘modern school’ was established in the same 
year to cater for students who were unable to qualify for the High School through the examination 
system. 
Education was to be general in character and was to provide for the special interests 
and aptitudes. Its primary purpose was the development of citizenship. One of the 
marks of what makes a good citizen was said to be ‘a reverent and humble appreciation 
of the wonder of the universe, and an active participation in the great scheme’. The 
social studies course was to include the study of current events, social groups, 
democratic and other forms of government, vocational possibilities and the 
development of a whole-hearted love of country … (Phillips 1985, p.296). 
Phillips reports that the system was unsupported by public, teacher or student confidence (1985, 
p.301). In 1955 the Director of Education is quoted as commenting, ‘(p)erhaps today we stand 
somewhere midway between the traditional secondary education designed for a selected few and 
the development of new secondary education designed for all’ (Barcan 1980, p.298). Selective 
ability tests for high school entry ended in 1958.
The advent of the modern school and the aspiration to provide for all students however failed to 
open access into the secondary school system for students with disabilities. During the period 
1950-1965 there was an increase in the number of separate special schools. Talire, a school for 
‘the mentally handicapped’, opened in 1950, the Girls Welfare School became the co-educational 
Dora Turner School in 1955, the Royal Derwent Hospital School run by the Retarded Children’s 
Welfare Association opened in 1959. The running of this school, which was located in the 
grounds of the state-funded mental health services institution was transferred to the Education 
Department in 1961. Though not recorded in the history of the time the school catered for only a 
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selected few of the students who lived in the institution. It was not until the amendment of the 
Education Act in 1984 that these students received entitlement to a full-time education (Jacob 
1986).
In 1967 there were fifteen special schools operating in Tasmania (Education Department of 
Tasmania 1967). During this period separate special schools with a vocational orientation were 
viewed as the most appropriate educational placement for students with disabilities. Ted 
Hutchinson, a former principal of the Royal Derwent Hospital School commenting in a local 
educational journal asserts:   
For so long our children were destined to a life of inactivity and boredom. It has at last 
been realised that they can provide a work force of people who enjoy completing the 
monotonous tasks that other people find irksome. Our children, when trained for their 
tasks can assimilate in their own factories and know they are taking their place in 
society. By being accepted by the community as workers, personal happiness and a 
sense of dignity must ensue (1971, p.77). 
Hutchinson’s view encapsulates a view of education in which curriculum content is reduced to 
pre-vocational ends and an economically curtailed future. The life chances for students with 
disabilities are projected as work in the disabling conditions of the sheltered workshop. In these 
settings the work is low status, low paid, segregated factory employment.  
Education in the late modern period continued to affirm the dominant academic monopoly and the 
wider public resistance to the idea of a comprehensive school system. Gerald Johnson, a senior 
academic at the University of Tasmania, Faculty of Education, in reviewing the academic 
monopoly in the high school system in the same year that Hutchinson wrote his comments, 
suggests the previous generation of students, now parents, as a source of resistance: 
Significantly the most vocal opposition came from the former pupils or parents of 
former pupils of selective high schools. Similar opposition might be expected from 
parents who will see the reduction of academic courses entailed in the preceding 
proposals as a threat to the amount of social prestige available to their children as a 
reward for their secondary schooling (1971, p.6). 
5 ‘Integration’ of children with special needs in Tasmania
The early moves towards the integration rather than segregation of students with disabilities came 
through the specific purpose funding to disadvantaged groups. Recommended in 1973 by the 
Commonwealth School’s Commission interim report (Karmel et al. 1973), $43.5 million was 
allocated Australia wide for special education. The commission advised that there should be a 
move away from special classes and school placement towards integration (Ashman & Elkins 
1990, p.29). The forward to Educational facilities in Tasmania for children with special needs
(Education Department of Tasmania 1973) written by the Minster of the day, W.A. Neilson,  reads 
‘… the aims of the special education described in this brochure is the provision of “equality of 
opportunity”, that is, of the means by which each child may realise his potential to the full’. In 
planning for the education of ‘handicapped children’ the brochure states the Department aim’s 
are:
1. To enable as many children as possible to be educated with other children in a 
normal school; and  
2. To provide adequate and effective special facilities for those who need them 
(Education Department of Tasmania 1973, p.4) 
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The 1977 Review of Secondary Education reflects the reticence of the Tasmanian secondary 
system to move beyond separate and withdrawal provisions for students with special needs. The 
report notes that despite the Australia wide consensus that special schools were an inappropriate 
service model, Tasmanian secondary school practice reflected a variety of provisions, and lacked 
a commitment to move beyond the present structures. The review advocated that where possible, 
children would be integrated ‘into normal teaching groups where they may share in ordinary 
social life’ (Education Department of Tasmania 1977a, p.154). The review ‘considered the kinds 
of programs most suited to the different groups of exceptional children to be found in secondary 
schools’. These groups of students were described as ‘talented children’, ‘maladjusted children’, 
‘slow learners’, ‘children with learning difficulties’, ‘children with physical and sensory 
disabilities’ and ‘migrant children’ (p.156). 
Subsequent major reports, including the Committee of Primary Education (COPE), The White 
Paper on Tasmanian Schools Colleges in the 1980s highlights use of the term ‘integration’ and 
programs to support the ‘integrated child’. In 1983 A Review of Special Education (ROSE) was 
released. The review stated that ‘the policy of the Education Department is that, whenever 
possible, children with special educational needs should be educated in ordinary schools’ (ROSE 
1983, p.39). In the same year Dunn completed a Tasmanian study entitled The Integration of 
Special Children in Ordinary schools. In this study of ten students, across a range of schools, 
Dunn noted two different positions adopted by teachers in these classrooms: 
Some [teachers] felt it their duty to cater for needs of the special children in their care 
and took the trouble to alter the curriculum (including classroom management) to suit 
these children (Dunn 1983, p.113).  
and
Others employed the extra resources available to the child and hoped that these 
resources would help the child to cope with the school as it was. When this did not 
work the child was transferred to a special school (Dunn 1983, p.114).  
Commenting on the general impact of the policy Dunn notes: 
The responsiveness of schools should be encouraged by the Department if it places 
extra expectations of integration on the schools. Most of the help at the moment goes 
directly to the child. There was a feeling in the schools that the teachers of these 
children have not received the support needed to cope and to cope well. School based, 
indeed classroom-based, in-service is an area where a hiatus is noted (Dunn 1983, 
p.114).
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6 ‘Inclusion’ and ‘Inclusive schooling’ in Tasmania 
In 1991, The Tasmanian Department of Education and The Arts (DEA) released the framework 
for primary education in the 1990s. Our Children: The Future, a five-booklet document, outlines 
five thematic fields: Yesterday, Today and Tomorrow; Teaching and Learning; A Curriculum for 
Children; Successful Schools; Monitoring and Assessing Children’s Learning. In the document, 
schools are asked to work towards ‘a program to meet the needs of all children’ (DEA 1991, A 
Curriculum for Children, p.15), where all children were to be dealt with fairly, 
‘to strive consciously for a socially-just learning environment within each school’ (DEA 1991, 
Yesterday, Today and Tomorrow, pp.20–21). In 1991 following the implementation of major 
department-wide restructuring, special education services were allocated to each of the seven 
education districts. It was during this period of time that the earliest frames of the state Equity in 
Schooling (Jacob 1994a) document and the ISDP were being formulated. The draft document, 
authored by Jacob (1994b), was released largely unchanged in 1995 as the final policy statement 
(DECCD 1995b). The statement reads: 
 
Policy statement1
Placement of students with disabilities in regular schools is the preferred educational 
option in Tasmania. To the fullest extent possible, students with disabilities should be 
educated in the company of their age peers while also being provided with curriculum 
and support to meet their needs. 
 
Definitions
Inclusive schooling is the outcome of attempting to provide all students, including 
those with disabilities, in regular schools. Inclusion implies providing for all students 
within the educational program of the regular school. The emphasis is on how schools 
can change to meet the needs of students with disabilities. 
Integration is the process of introducing students with disabilities into regular schools 
from a setting in which they have previously been excluded. Integration implies that 
students that have been excluded can be introduced into a regular school. The emphasis 
is on how the student can fit into the existing school structure. 
Students with disabilities have a degree of physical, sensory, intellectual or 
psychological impairment which causes a serious restriction in the way that the student 
is able to function at school. 
                                                 
1 The policy statement does not contain page numbering. The ‘factoid boxes’ (Lather and Smithies 1987,p. 
xvii) are from the opening pages of the document and the closure of the document, Appendix III.
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Rationale and Background 
The rationale and philosophical basis for the policy is contained in the wider policy 
document ‘Equity in Schooling’. 
 
 
Goals
It is intended that: 
1. students with disabilities will attend a school setting which is as close
as possible to the norms and patterns of schooling as experienced by other students and 
one that provides the least possible restriction on their right to lead a normal life, while 
adequately catering for their special needs;
2. students with a wide range of abilities will be supported in compulsory as well as 
pre- and post compulsory education with an effective provision and use of human and 
material resources; 
3. educational services to students with will reflect the diverse needs and varying 
preferences of these students, with a variety of models and provisions being used; and 
4. educational services will be provided in accordance with the principles and 
objectives of Commonwealth Disability Discrimination Act 1992 and the state 
Disability Services Act 1992.
 
 
 
Inclusive Schooling: Contexts, Texts and Politics 10
 
Appendix III 
Special Education Services and Resource Model
Special education services in Tasmania have been divided into those which are 
‘specialist’ (Category A) and those which are more ‘generalist’ (Category B). This 
distinction forms the basis for the current services and the funding model, which is 
described in the Equity in Schooling Policy and the Support Materials for the Inclusion 
of Students with Disabilities. 
SPECIALIST SERVICES (Category A) are provided to students with low incidence 
disabilities (e.g., hearing impairment, visual impairment). Early special education 
services are also included in this category as the number of students is small and the 
type of service provision is significantly different from other areas. 
Students requiring specialist services: 
• are relatively easy to identify, i.e. there is usually no argument about their disability; 
• are usually know to have needs at an early age, ie. prior to school, occur in numbers 
that can statistically be predicted on a State-wide basis, according to prevalence 
rates;
• occur in small numbers, ie. the numbers are too small to accurately predict numbers 
in each district; 
• are randomly distributed throughout the state; 
• often have specialised teaching needs, such as interpreters, braillers, therapy input, 
specialised seating and equipment, building modifications and so on; 
• will often require on-going intensive support through out their school career; and 
• should have first priority for special education funding. 
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GENERALIST SERVICES (Category B) are required for students who have 
‘problems with schooling’ in a more general sense. These are the students with ‘mild’ 
and ‘borderline’ intellectual disability, learning difficulties, social and emotional 
difficulties, and behavioural difficulties.  
Students requiring generalist services: 
• have needs which are not very different in kind from those of other children; 
• are usually not defined until they begin school, and experience problems with 
schooling; 
• are difficult to identify, in that they do not have obvious disabilities and are the 
subject of assessment debates; 
• occur in numbers which expand to fit the funding available and the vacancies in 
special schools; 
• occur in large numbers across the state – too many for them to attract special 
education funding; and 
• occur in all schools, and which can be predicted from indices of socio-economic 
disadvantage 
 
The introduction to my thesis has provided a brief overview of the history of education and 
special education provision in Tasmania. In Tasmania as in other Australian states, during the 
major part of the twentieth century, education for students with disabilities was concentrated 
within segregated schooling systems. Opportunities for students with disabilities to access 
comprehensive systems of education are part of relatively recent trends. Whilst efforts to move 
towards more integrated education structures are evident in the last twenty five years of the 
education history of Tasmania, the idea of inclusive schooling in Tasmania is first recorded in the 
definitional framework of the ISDP. The research problem in my thesis is generated from the 
usage of the language of ‘inclusion’ and ‘inclusive schooling’ within the Tasmania policy, the 
ISDP. Paying attention to language helps us to see ‘…in turn, the manipulation, the power 
struggles, the cruelty, the defensiveness, the blind alleys down which we are in danger of sending 
ourselves, as we grapple with relentless changes’ (Bidder, 1996 p. ix in Corbett 1996). My 
research problem responds to the development of inclusive educational provision. The research 
design attempts to capture the understanding of how one education system grappled with the 
implementation of policy change and the subsequent conception of education described as ‘the 
outcome of providing for all students, including those with disabilities in the regular school’ 
(ISDP 1995). The ‘opening’ of the research follows. The ‘opening’ of the thesis provides the 
conceptual framing of the thesis and the movement towards the questions for research. 
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PART ONE 
 
 
Rising shed, opening the thesis2
 
 
1
What does it mean to do research about inclusive schooling when you live in the smallest (and 
only island) state of Australia, Tasmania? We are an isolated, largely rural community with a 
population of fewer than half a million people. High levels of youth unemployment, the 
marginalisation of minority voices and the domination by conservative political interests surround 
everyday living. Teaching is the dominant part of my work as a lecturer within a Faculty of 
Education. 
These are the starting points of my work and this thesis: the very efforts of inclusive schooling to 
liberate perpetuate the relations of dominance. Reflections, memories, images, data are put 
together in this text, representing what I have found to be lacking from research in the special 
education knowledge tradition. In my thesis I have selected the words ‘inclusive schooling’ and 
rejected the term ‘inclusion’. 
Through this study I am attempting to bridge the gap between members of the academy that teach 
and those who do research. I wish to demonstrate that my work can be understood as research. In 
this text I explore emancipatory actions for the researcher and researched.
The research locates knowledge construction in multiple sites, unsettling subject/researcher 
relationships. A ‘dialogical’ (Carspecken 1996, p.42), purpose giving meaning to action and 
experience that is participative and collaborative is introduced and constructed in my inquiry. The 
research has been a struggle in/beyond my own reflexivity and body as I have wrestled to do 
research within a frame that accommodates the social reality of a turbulent workplace, the 
demands of multiple roles – mother, partner, researcher, learner and citizen – the ‘body politic’3
(Foucault 1977, p.28) of power and knowledge relations.  
                                                 
2 Rising shed is the opening through which the weft is moved to create interlacement or fabric. Throughout 
the thesis metaphors of fibre and textile practice, looms and cloth are used. Like Stronach and MacLure I use 
a ‘field of metaphor’s [author emphasis] (1997, p.28), to experiment, to try out language, to look for multiple 
and dynamic meaning possibilities within language. At stake are complex issues.  
3 The body politic is described by Foucault as ‘a set of material elements and techniques that serve as 
weapons, relays, communication routes and supports for the power and knowledge relations that invest 
human bodies and subjugate them by turning them into objects of knowledge’ (1977, p.28).  
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2 The structure of the thesis text
In this study, the field of research, inclusive schooling is represented as a series of interlaced 
narratives. Through the production of a series of stories about the idea of inclusive schooling I 
construct a ‘big story’. There are bits and pieces put together – visually, methodologically. In the 
thesis text that follows this ‘opening’, the reader will find printed text organised as under and over 
strips of split and ribbon text forms, ‘“factoid boxes”’ (Lather & Smithies 1997, p. xvii), story 
lines of reports, photographs and other ‘image based’ (Prosser 1998) intertexts. The thesis, 
surrounds my practice as a teacher and learner, citizen and mother, in the ‘never-ending struggle 
for social justice’ (Lather & Smithies 1997, p.50). The thesis is woven from two types of 
storytelling. 
Broadly the storytelling consists of two distinct forms of texts, the literary and visual.  I use the 
literary and written form, predominant in educational discourse, more often. Less usual in 
educational discourse is the use of visual imagery. In the thesis text these visual texts are referred 
to as image-based texts and occupy a space that I have named after Lather & Smithies (1997,p.47) 
as ‘intertexts’. Sometimes these two types of narrative forms are entangled by other story lines. 
Sometimes I am a participant, at other times I am an observer, sometimes I am both of these. 
Within the thesis text, sometimes the narratives merge, at other points there is a deliberate 
separation by the intertexts. The image intertexts are part of the cultural tradition of the special 
education knowledge tradition, a representation of schooling for students with disabilities from 
1967 to 1998.  All in all, this text is a part of the ‘“narrative turn”’ and  ‘“textual turn”… ‘literary 
and cultural studies that now tend to be labelled postmodernist and poststructuralist’ (Gough 
1998a, p.59-60).
The structure of the thesis, of many layers, is a way to invite readers to move beyond a single 
subjectivity, to engage in reading and writing research that is ‘more inclusively relational, 
webbed, arrayed, archaeological’ (Scheurich 1997, p.165).  The pages of the thesis text are also 
presented in a range of formats. The development of an argument through multi-voiced texts is my 
methodological contribution to inclusive schooling research. The theory/practice binary is made 
ever present through the many formats used in the thesis text. The juxtaposition of the academic 
commentary with the literary and visual narrative structures, and my ongoing reflexive readings of 
my non-innocent work as an educator are the ways I have made sense of inclusive schooling as a 
dialogical cultural narrative.
Figure 2 on page 17 outlines the research model.  The model illustrates the research design 
conceptualised as a ‘field of meanings’ [author emphasis] (Stronach & MacLure 1997,p.28) from 
fibre and textile arts.  In the research design I use the textile metaphor of weaving as a way to 
understand the process of doing research.  My model outlines how the elements of qualitative 
methodology and method operate in this research.  The model also suggests the possibilities that 
may lie ahead in the research process by choosing a methodology that is responsive to the 
changing contexts of the researcher and the research participants. A glossary of fibre and textile 
terminology precedes the research design.  
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Glossary of fibre and textile art terms
(Adapted from Garrett, C. 1974 pp. 154-158).
Chain – A series of continuous loops (similar to a crochet chain) made in the warp to shorten its 
length for easier handling from the warping device to the loom. 
Collapse – (Also called take up.) The contraction of the yarn in length caused by the interlacing 
of the warp and weft in the weaving process
Drafts – Drawing of a weaving patterns on a grid, showing the threading and weaving order. 
Draw-in – The contraction of the yarn in width caused by the interlacing of warp and weft. 
Corresponds to the collapse in warp.  
Guide string – A string preferably of a contrasting colour, used on a warping device to ensure 
making all warp chains the same length. Also it has yard markers for checking the amount or 
warp still to be woven on the loom.  
Interlacement – Fabric formed by up and down insertion of materials going in different 
directions.  
Loom – The more or less elaborate frame constructed for weaving, with the properly arranged 
warp mounted on it, together with the various contrivances added from time to time by the 
weaver’s ingenuity. 
Pattern – Any weave different from plain weave (tabby) 
Plain weave – The most basic weave. The weft interlaces with the warp in an over and under 
manner. Also called tabby.  
Reed –  A comblike device set in the beater to space the warp ends, and to beat the weft down. 
Reeds come in a variety of spacings and heights.  
Sett – The closeness or density of the warp. The sett determines how many ends per inch are used 
in the warp.  
Shed – The opening which through the weft is inserted to create interlacement or fabric. The shed 
is formed by lowering or raising the ends.  
Shuttle – The instrument that carries the weft or filling through the shed
Sleying – To pull the warp ends through the reed. Distributing one chain at random while sleying 
the reed can produce a random design.  
Tie up – Table looms are operated by hand and the levers or cords or whatever device is used to 
lift the harness are connected directly.  Floor looms must have some way of attaching the 
treadles to the harness so that they can be operated with the feet. This connection is called the 
tie up. 
Tie up draft – The simplest tie up is that on a two harness loom where each harness is attached to 
one of the treadles. This gives two changes of shed. On floor looms with four or more 
harnesses, it is possible to tie different combinations, and these are usually given with all 
threading
Thread – Same as yarn in weaving 
Threading – Process of drawing the warp end through the heddle eyes 
Thrums – The part of the warp at both ends that cannot be woven (loom waste) You can always 
use it for something – tying packages, or stuffing pillows.  
Warp – The yarn running lengthwise on a loom, between which the weft yarns are passed to form 
a fabric.
Weave –- The order in which warp threads are interlaced with weft.
Weft – Strands of yarn or other material which form an interlacement with the warp to create 
fabric.
Yarn – All weaving materials, regardless of fibre or spin 
Inclusive Schooling: Contexts, Texts and Politics 15
Sample Record Sheet 
Project____________________________ Date Woven___________________
Design Source____________________________________________________ 
Sett_____________ Sley __________________ Reed_____________________ 
Warp width_____________________ Warp Length_____________________ 
Threading and Tie up Draft 
Yarns used_______________________________________________________ 
Cloth sample (before and after washing) 
Width__________________ Length__________________ 
Weaving notes 
__________________________________________________________________
__________________________________________________________________
_______________________________________________________________
Sewing and finishing notes 
Figure 1 A weaver’s sample record sheet – adapted from Beard 1980, p.37. 
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Project:  Inclusive schooling Date Woven: 1996-1998
Design Source: Qualitative research 
Sett: Dense Sley: single researcher Reed: Eclectic methodology
Warp width:  Phd study Warp Length: 85,000 -100,000 words 
Threading and Tie up Draft
Yarns used: visual and literary 
Cloth sample (before and after washing)
As preparation for the Phd research a colloquium paper was prepared. The colloquium paper and 
presentation is the process through which the Research Higher Degree committee of the acdemy
accepts the research proposal. 
Width: prepared during 1997, presented March 1998  Length: 70 pp 
Weaving notes:
Carspeken model of critical ethnography (1996). Foucault’s analysis of author function (1984);
Grundy and Hatton (1995), paper on the teacher educators’ ideological discourses. 
Sewing and finishing notes:
Completion required by January 2000 – performance outcome.
Figure 2 Research design adapted from Beard 1980, p.37. 
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3 Methodology
In this thesis I use methodology after Harding to mean ‘a theory and analysis of how research does 
or should proceed; it includes accounts of how “the general structure of theory finds its particular 
scientific discipline”’ (Caws 1967 in Harding 1987, p.3).  My use of research method, ‘a technique 
for (or way of proceeding) in gathering evidence’ (Harding 1987, p. 3), is attempting to (dis)locate 
constructions of epistemology in the situated discourses of inclusive schooling.   
Following Bach (1998); Lather and Smithies (1997); Lee (1996); Luke and Gore (1992); Kenway 
and Epstein (1996); Rhedding-Jones (1996); Martino (1996); and Patterson (1997), the study is 
‘(m)ethodologically grounded in qualitative/ethnographic and feminist poststructural research in 
the human sciences’ (Lather & Smithies 1997, p.127). The construction of the thesis text 
embodies a methodological struggle. I am attempting to write a story of many stories that offers 
both realist and deconstructive understanding of the culture of inclusive schooling (Lather 1991a). 
Using Van Maanen’s framework of ethnography where three distinct phases or moments interact, 
I do ‘field work’, ‘head work’ and ‘textwork’ (1995, p.4). As I move through these 
representations I chronicle a critical ethnography, ‘wherein the represented culture is located 
within a larger historical, political economic, social and symbolic context that is said to be 
recognised by cultural members’ (Van Maanen 1995, p.9). Critical ethnographers have an agenda 
of social critique (Anderson 1989, p.253). They attempt to locate their respondent’s meaning in 
larger impersonal systems of political economy, they aim to explain events and seek 
understandings. 
Recognising that ‘researching inclusion must proceed from comprehensive analyses of exclusion’ 
(Slee 1997, p.10), I have sett4 about making method that disrupts the essentialist and traditionalist 
voices of the special education knowledge tradition (Ridell 1998; Slee 1997; Brantlinger 1997). I 
acknowledge that ‘(e)xclusion is located within the deep structure of social relations and cultural 
reproduction’ (Slee 1997,p.10). ‘Doing’ research in this way is my attempt to uncover the 
multiplicity of the socially constructed knowledge about inclusive schooling. I aspire to work in a 
manner that responds to the lives of others, include their responses as data, and wrestle with the 
issue of working collaboratively with others, whilst assuming full teaching and administrative 
responsibilities in my position within the academy.  
As a woman working in the world of teaching, I continue to ask certain questions about my work 
(Orner 1992). The experiences I bring to this study have accumulated over a twenty-year teaching 
career in a range of educational settings, working with an equally diverse range of colleagues and 
students. I have been a teacher in rural and suburban schools in Tasmania and remote Aboriginal 
communities of northern Australia. Since 1992 I have taught both preservice and postgraduate 
education students at the University of Tasmania. I go about this work in a climate of change and 
a culture of uncertainty. During the 1990s, faculty and university-wide reorganisations have been 
part of the changing climate of my present institution. The study is about the ‘me in here’ 
(Kincheloe 1993, p.28). My thinking has engaged me with others, to see development and 
research as part of good teaching. In aspiring to a ‘deeper understanding’ of our practice Gough 
suggests:  
…one way of deepening our understanding of the systems in which we work is, quite 
literally, to do some digging – to emulate the archaeologist’s methods of studying 
 
4 Sett is the closeness or density of the warp. The sett determines how many ends per inch are used in the 
warp. 
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material culture and attempt to excavate the sedimented layers of systems thinking 
(Gough 1998a, p.48). 
In my  research the ‘dig’  has uncovered feminist theory drawing on Foucault’s reading of 
discourse as a way to analyse the texts that are produced within the thesis text.  I have adopted this 
position in my thesis as for feminists  ‘discourse theory has been particularly productive because 
of its concern with theorising power’ (Mills 1997, p.78).  Foucault’s conception of power is also 
significant in thesis as it through his reading of power that the complexities of power are 
recognised. ‘Foucault’s conceptualisation of power forces us to re-evaluate the role of 
language/discourse/texts in the process of constitution of subjects within a hierachy of relations… 
within discourse theory language is the site where those struggles are acted out…’ (Mills 
1997,p.42-3).
In the thesis text, the concept of discourse following Foucault and feminist theory is expressed as 
cited in Smith (1990, p. 161-2) as: 
An assemblage of statements arising in an ongoing conversation mediated by texts, 
among speakers and hearers separated from one another in time and space (Foucault 
1972). The notion of discourse displaces the analysis from the text as originating in 
writer or thinker, to the discourse itself as an ongoing intertextual process…In 
preserving the active presence of subjects, I have displaced the central place given by 
Foucault to the textual, bringing into view the social relations in which texts are 
embedded and which they organise.   
4 The ‘post’ period – postmodernism and poststructuralism
The emergence of post-positivist educational theorists (Lather 1991a; Lather 1991b; Lather 
1996a, Lather 1996b; Luke & Luke 1995; Giroux 1990; Cherryholmes 1988; Apple 1995; 
Connell 1995) foreground the criss-crossing conditions for the exploration of critical social theory 
as one way of expressing a movement away from the modernist conception of education ‘This 
new age has been described, for better or worst, by many theorists in a variety of disciplines as the 
age of postmodernism’ (Giroux 1991, p.2).  
In the Australian social science community, Luke and Luke (1995, p.358) describe 
postmodernism and poststructuralism as originating from two differing sources. Poststructuralism 
links to the work of the French philosophers Foucault and Derrida, whilst postmoderism draws 
from the work of Lyotard and the sociologist Baudrillard. The distinction, by contrast is not as 
evident in the politics of culture within the United States and Canada, where the term 
postmodernism is used as ‘a corpus of techniques and knowledges loosely affiliated with analyses 
of the artefacts and phenomena of post industrial culture and economy’ (Luke & Luke 1995, 
p.358).
Weiner constructs postmodernism as arising from the general disillusionment with science and the 
general macro theory in the post-Chernobyl and post-Communist/Cold War eras. Citing Calinescu 
(1985), she demonstrates that postmodernism is principally used in two ways: as a historical 
category (viz defining a postmodern era) and as a systemic or ideal concept (viz theoretical 
analytical framework).  
Also that its relationship to poststructuralism lies in the acceptance of the analytic 
framework but not the sense of periodism. This position involves moving beyond the 
easy answers of the rational solution and within education a closer examination of the 
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‘normalising’ and ‘regulative’ aspects of the dominant discourses, that operate to 
subvert attempts at fundamental change (Weiner 1994, pp.63–64). 
Some of the most significant challenges to modernism have come from the divergent theoretical 
discourse associated with postmodernism, poststructuralism and feminism. My thesis is 
constructed from the methodological sett of poststructuralism and feminist theory. Drawing from 
these positions my research becomes part of everyday actions and experiences. The 
methodological threads of the thesis use the method of critical ethnography derived from the work 
of Carspecken (1996). My methodological position understands research as a critical and 
dialogical practice both for the researcher and the research participants.  In this way I am being 
attentive to the ‘social embededness of discourse’ (Mills 1997,p.85) an aspect of discourse that is 
strongly advocated by the feminist theorist Dorothy Smith. In her understanding of  social action 
and organisations through discourse, Smith as cited in Mills 1997, highlights the agency of the 
individual. It is ‘what individual subjects do within and through discursive structures, rather than 
assuming that discourses force us to behave in certain ways’ (Mills 1997,p.86) that is significant.
5 Inclusive schooling: the field of study 
My thesis locates schooling inclusive of students with disabilities, historically within modernist 
traditions of education, particularly connected to the special education knowledge tradition. The 
special education tradition organises knowledge around two broad perspectives – the 
psycho/medical and the sociological/social con-structivist. The latter perspectives have branches 
that extend to the social creationist (Abberley 1992; Fulcher 1989; Oliver 1990) and school 
reform models (Ainscow 1996; Skrtic 1995; Villa et al. 1992). The field is made up of traditions 
that are ‘essentialist’ (Ridell in Slee 1997, p.3) and approaches to research and practice that are 
‘philosophically and methodologically conservative and monolithic’ and ‘traditionalist’ 
(Brantlinger 1997, p.430).  
In my thesis I take the position that inclusive schooling is a complex, contextual interplay of 
multiple factors. In the thesis text, many stories are told. These stories are from the particular 
cultural moments of five female informants. As Lather & Smithies note: 
No life neatly fits any one “plot” line and narratives are multiple, contradictory, 
changing and differently available, depending on the social forces that shape our lives 
… In sum, the ‘self’ gets constructed and reconstructed across various times and places, 
sometimes simultaneously, in complex ways that are more or less open, more or less 
chosen, more or less stable (1997, p.125).  
Restructuring schools to cater for all students involves an examination of the everyday conditions 
of our schools and asking the question who is included/excluded in these processes ? In between 
these two words is a space or a slash, a pause as we utter the words. If we want to think about 
inclusive schooling deconstructively, ‘then we will have to consider how to read the mysterious 
slash between the words differently’ (Stronach & MacLure 1997, p.25). Who controls these 
conditions, what does altering these conditions involve, how are the meanings ‘crafted and 
sustained in a polygot world?’ (Haraway 1997, p.191).  
Questions about the special education knowledge tradition circulate within the thesis text.  After 
Lather & Smithies I ask of the special education tradition and it connections to inclusive schooling 
discourse what are the ‘inherited and authoritative meanings’ (1997, p.125) and the relationship 
between human thought and the social context within which it arises? In considering the needs of 
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women with HIV/AIDS, Lather and Smithies position contemporary theories of meaning-making 
and subject formation as a 
… focus on how subjects construct themselves in relation to the categories laid on 
them, demanded of them. Such theories assume subjects both shaped by and resistant to 
dominant discourses. As women living with HIV/AIDS, what is the lived experience of 
conflicting social meanings? …What are the internally persuasive discourses “that 
speak to deep convictions, investments and desires as they struggle to make the 
meaning of experience” (Britzman 1992)? How are available discourses inadequate, 
burdensome “empowering”?(Lather & Smithies 1997, p.125-6). 
In the world of educational theory, the special education knowledge tradition is ‘engulfed in 
bureaucratic rationalism with an ideology of “professionalism” or “expertism”’ (Brantlinger 1997, 
p.432). During this century the field has been guided by ‘one’ truth of empirical validation, has 
evolved a separate research community, and has advocated and contributed to the expansion of 
separate schooling practices. These practices have been largely unquestioned until recent years. 
The rejection of the dominant view is recent within the field and forms a body of work dating 
from the late 1980s to the present (Ainscow 1991, 1995, 1996; Booth 1996; Booth & Ainscow 
1998; Lipsky & Gartner 1987; Rhodes 1995; Skrtic 1995; Stainback & Stainback 1989; Udvari-
Solner 1996; Slee 1996a). Recent developments that take a critical and deconstructive perspective 
emerge from an even smaller body of work (Allan 1995; Brantlinger 1997; Corbett 1993; Corbett 
1996; Keary 1998; Skidmore 1998; Stronach & MacLure 1997; Slee 1997). My making of the 
thesis text in a post positivist, praxis-orientated way attempts to face the past of the special 
education tradition and, moreover, to explore some of this pain through my own teaching. 
My theoretical position draws from the literature of the social construction of reality (Berger & 
Luckman 1966, p.15, Grundy & Hatton 1995, p.12) and joins with feminist thinking as a way to 
theorise the relationships of power and truth. Feminist theorists ‘are generally concerned to 
analyse power relations and the way that women as individuals and members of groups negotiate 
relations of power’ (Mills 1997, p.78). Schools play a major role in moulding the minds that shape 
the everyday theories that construct our conceptions of reality (Rhodes 1995). Regardless of the 
education sector, (early childhood, primary, secondary or tertiary setting) women are the dominant 
labourers in educational settings (Apple 1993, p.23, DEETYA 1997). 
In this research I argue inclusive schooling as ‘…situated arguments about fields of meaning and 
fields of power. Any reading is also a guide to possible maps of consciousness, coalition, and 
action’ (Haraway 1991, p.114). ‘Social knowledge is, accordingly, always partial and perspectival 
and exhibits particular moral and ideological meanings’ (Seidman 1995, p.325).  Following 
Haraway’s position the analysis opens to an unfinished hypertextual reading of postmodern 
education. I am interested in the struggle and the processes, how our practices work under these 
conditions, what we do. Of little interest is a focus that adopts universal and global definitions of 
inclusive schooling. Gough reflects on the issues of the globalisation project in curriculum 
inquiry. This is a useful parallel to generate ideas and contest certain truths about inclusive 
schooling:  
… I want to know how globalisation works, and what it does, but not what it is. I am 
interested in what curriculum workers (teachers, administrators, academics, researchers 
do, and not do, with the meanings we exchange under the sign of globalisation, and in 
working towards a defensible position on the meanings we should attempt to select, 
generate and reproduce through our curriculum practices (1998f, p.73)  
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The movement towards understanding inclusive schooling from a postpositivitst perspective has 
been foreshadowed in the special education literature. These moves are however emergent and 
tentative. Recent works include those by Allan 1995; Booth & Ainscow 1998; Corbett 1993; 
1996; Morris 1996; Skidmore 1998; and Slee 1997. This is a space for doing this research, to 
listen to the silences of what is going on. My attempt at a reconstruction of the ‘discourses and 
assumptions about knowledge, practice and identity’ (Luke & Luke 1995, p.378) about schooling 
in postmodern times is about the way that some students, during the history of twentieth century 
education have been and continue to be excluded from mainstream settings.  The data produced in 
the thesis is interpreted through the discursive construction of these pasts practices of exclusion, 
to foreground, after Foucault (1977) the location of power and knowledge and truths.  
These ‘power and knowledge’ relations are to be analysed, therefore not on the basis of 
the subject of knowledge who is or is not free in relation to the power system, but, on 
the contrary, the subject who knows, the objects to be known and the modalities of 
knowledge must be regarded as so many effects of these fundamental implications of 
power-knowledge and their historical transformations (Foucault 1977, p. 27-28). 
 ‘Chain’ing the thesis and research questions5
 
6
The semiotics of ‘inclusion’ and ‘inclusive schooling, are diverse and disparate. Academics read 
multiple meanings into these words (see Ainscow 1993, 1994, 1997; 1999; Booth 1996; Booth & 
Ainscow 1998; Brantlinger 1997; Clarke, Dyson, Millward & Skidmore 1997; Heeden, Ayres, 
Meyer & Waite 1996; Lipsky & Gartner 1996; Sapon-Shevin 1995; Meyen & Skrtic 1995; Meyer 
1996; Skidmore 1998; Slee 1996a; 1996b; Stainback & Stainback 1992; Udvari-Solner 1996; 
Thousand, Villa, Stainback & Stainback 1994; Westby, Watson & Murphy 1994). In the short 
history of terms such as ‘inclusive schooling’, ‘inclusive education’ and ‘inclusion’ within 
educational settings and in the academic press there are those who question whether the preceding 
terms are in fact contributing anything new to the educational agenda (Booth 1996, p.87). My 
reading of the educational literature indicates that there is no single agreed meaning of the term 
‘inclusive schooling’. 
In Australia, the terms ‘inclusive curriculum’ or ‘inclusive school’, appear in a number of 
contexts.6 The inclusive education literature, being closely connected to the social justice field has 
adopted, a similar position observed by Kenway in Australian definitions of social justice. ‘At 
both Commonwealth and state levels  of education  social justice has become a catch-all term… to 
satisfy interest group politics’ (Kenway 1992, p.68). Perspectives used in the Australian education 
context to describe disadvantaged groups, the targets for inclusive schooling include: gender 
education; education for students who live in poverty; students with backgrounds other than 
English; geographically isolated students; students at risk of educational disadvantage; homeless 
 
5 Chain is a series of continuous loops made in the warp to shorten its length for easier handling. 
6 Blackburn uses the term ‘inclusive curricula’ in arguing for a common curriculum in the postcompulsory 
years. This is the earliest use of the term I have located in the Australian literature. Blackburn views 
institutional separation of the postcompulsory phase and the preceding years being desirable in order to 
provide the orientation towards adult participation in the society, ‘institutional separation of the post 
compulsory phase from the preceding years are needed to enable more inclusive curricula to be developed 
and to provide the orientation towards adult participation in the society which the stage represents’ (1984, 
p.45).
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students; victims of child abuse; pregnant girls and teenage mothers; students whose behaviour is 
of serious concern; students with disabilities (MCEETYA 1997, 1994).
The interest in this thesis is in the ways of ‘knowing’ appropriated by the special education field, 
in particular, schooling for students with disabilities. The research, conducted from 1996 to 1998 
within the Tasmanian government education community, is in response to the ISDP, and the webs 
of my work. My work within the university setting during this period connects with those in the 
government education system to develop and support professional development practices for 
teachers involved in the implementation of the ISDP.  
The ISDP is a current and recurring point of discussion within the Tasmanian education 
community. Affirmative and negative debates have run in the local press and school communities 
over recent years: ‘Integration has gone too far – teachers’, ‘Disabled student policy strains 
schools’ (The Mercury, Hobart 26/4/98); ‘Forum Urges Parent Cooperation. Calls for disabled to 
be in schools’ (Examiner, Launceston 24/8/96). The voices of protest/acclaim, fear/celebration are 
included in this text as part of the wider international literature, in part two of the thesis text.  
Recent editions of refereed academic journals (Educational Leadership 1996, Vol 53; Theory into 
Practice 1996, Vol 35; Cambridge Journal of Education 1996, Vol 26; Review of Educational 
Research 1997, Vol 67), and the launch in 1997 of the International Journal of Inclusive 
Education, reflect the widening interest and the range of meanings the terms ‘inclusion’, 
‘inclusive’ attract. In this thesis, the implementation of the ISDP and its subsequent effect on 
teachers, parents, school principals, support teachers and policy-makers, is a way to record the 
working of inclusive (exclusive) reform within one education community.    
My research position reflects beliefs about the world I live in and want to live in. Swartz suggests 
that one way to revitalise the characterisation of historically misrepresented groups and cultures is 
to play a new game of ‘postmodern monopoly’ – others must ‘get on (the) board’; ‘others must 
come to their own their identities (properties) by postmodern rules’ (1996, p.403). From this 
perspective I explore the following questions for research as part of ‘the never-finished work of 
articulating partial worlds of situated knowledges’ (Haraway 1997, p.197):  
• What are the multiple realities that construct inclusive schooling? 
• What determines and influences these arrangements and their inter-sections? 
• What effect do these interactions have on what happens within schools and 
universities? 
• Where are the noises7/silences of inclusive schooling? 
• What has inclusive schooling contributed to school reform? 
 
7 Gough cites Barbara Johnson’s use of the word noise as a way to understand decon-struction, that which is 
being disregarded by the dominant myths and stories about research methodologies in education and 
curriculum enquiry (Gough 1998b, p.120). 
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PART TWO  
Pretext to the methodology
 
In this first pretext I outline the construction of the second part of the thesis text, the methodology.  
In the ‘opening’ of the thesis I outlined the field of metaphors of the research design as originating 
from fibre and textile practice. In my research design I have conceptualised the methodology of 
the research as the warp of the loom. The warp threads are named as critical/ethnographic/ 
qualitative, feminist and poststructuralist. Broadly this methodological position is my attempt to 
‘reconceptualise research and teaching… as postmodernist textual practice’ (Gough 1999, p. 36). 
Modelled and inspired by hypertext models authored by Lather and Smithies (1997), Dalley 
(1992) and Bach (1998), I use the dense sett of my methodology to rethink the constructions of 
research in a field that has at its centre issues of democratic well-being and social justice. 
Within my thesis the methodological looming setts up the possibilities for generating many 
meanings of inclusive schooling. Producing the thesis text in this way, I offer a politics for 
reading and writing research that invite responses from the reader. As Van Maanen declares 
‘(r)eading is the third moment of ethnography, and it may be, dear reader, the determining one’ 
(1995, p. 26). In the thesis text I create for the reader a number of textual formats and possible 
readings. The story of the methodology and the thesis are narrated as textual form which is:  
…partial in all its guises, never finished, whole, simply there and original; it is always 
stitched together imperfectly and therefore [author emphasis] able to join with another, 
to see together without claiming to be another. Here is the promise of objectivity: a 
scientific knower seeks the subject position not of identity, but of objectivity; that is 
partial connection (Haraway 1991, p.193). 
The method, my way of proceeding in the research to produce data relies on the development of 
the thesis as a cultural and material artefact that is made from many representations. In the 
narrative of the research method, I introduce the reader to the use of strip and boxed text. 
Throughout the thesis I continue to use my double method, stitching in other representational 
forms of narrative. In the process of constructing qualitative research I remain alert to the politics 
of representation and ‘…the romantic aspirations about giving voice to the voiceless’ (Lather 
1996,p.15).
In part two of the thesis following this pretext, I record through narrative my experience of 
writing the method once and writing it again. My story presents the construction of the research 
method as an active interface between the person, practice and critical reflection.  The 
presentation of theory and practice working together (un)tangles issues of method, data, validity 
and analysis in the methodological framing of qualitative research. 
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The construction of the thesis text is an active engagement in the process of developing dialogical 
research practice within post positivist inquiry. In a recent work, Barone (1997) describes the 
‘“new narrative”’ as offering educational research possibilites of ‘literature as social research and 
as art’ (p.223). He continues: 
…good stories rattle common place assumptions and disturb taken-for-granted beliefs of 
the reader to generate thought and discussion. Here I will say only that to achieve this 
end, artistic texts must invest in ambiguity. Good stories, as art, do not conclude, but 
suggest, eschewing direct summary statements for delicate hints about theme and thesis 
(Barone 1997, pp. 223-224).  
In the framed text of the methodology, I write with a different voice. This voice is the academic 
narrative. In the academic narrative I search for the webs of connection to a different science. As 
Lather (1996a, p.6) states ‘(h)ere the task becomes to operate from a textual rather than a 
referential notion of representation… working the ruins of a confident social science as the very 
grounds from which new practices of research might take shape’.  Within the framed academic 
text I explain the sett of the methodology and the threading of the narrative collection of stories 
from the key informants as my attempt to understand the role of representation, validity, 
interpretation and reflexivity in postpositivist research.  
The text that is woven underneath the academic narrative is the record of the every day 
expereince. Here I record from my practice the process of describing the research problem, my 
questioning of the social reality of professional practice, and the guide strings I located  for the 
development of  poststructuralist research centred on understanding the multiplicity of inclusive 
schooling.  
Together the two texts of the academic and the everyday method are my  attempt to ‘decentre 
traditional realistic narrative forms’ (Lather 1996a, p.527). The methodological probing of 
developing participatory and collaborative practice in qualitative research is presented as split, 
ribbon and visual images for ‘…opening up possibilities for displaying complexities …in a text 
that accumulates meaning as it progresses’ (Lather 1996b, p. 532).  
In the process of developing feminist poststructuralist research I have been persuaded by Haraway 
(1997) to learn about ‘witnessing’ and to act as a ‘modest witness’. This citation is lengthy but 
necessary to explain and expound Haraway’s meaning and how, methodologically, I argue the 
thesis: 
Witnessing is seeing; attesting; standing publicly accountable for, and psychically 
vulnerable to one’s visions and representations. Witnessing is a collective, limited 
practice that depends on the constructed and never finished credibility of those who do 
it ... I want a mutated modest witness to live in the worlds of technoscience, to yearn for 
knowledge, freedom and justice in the world of consequential facts. I have tried to 
queer this self-evidence of witnessing, of experience, of the conventionally upheld and 
invested perceptions of clear distinctions between subject and object, especially the 
selfevidence of the distinction between the living and the dead, machine and organisms, 
human and nonhuman, self and other as well as the distinction between feminist and 
mainstream, progressive and oppressive, local and global (Haraway 1997, p.267). 
In this thesis ‘(W)itnessing’ and learning how to act as a ‘modest  witness’ (Haraway 1997,p. 
267), helps me to rewrite the issues of individualised subjectivity, to see its domination within the 
western canon, and to understand the way that subjectivity gets in the way of working out systems 
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to support an equitable society.  I portray in the struggle of building research method my 
responsiveness to claims of the recent literature that research on inclusive schooling should 
construct the process as ‘multi-dimensional to capture the experiential specificity and broader 
social structure’ (Slee 1997, p.11).   
Beyond part two of the thesis text, the reader will meet the first of the image intertexts. 
Intentionally located at the entry of the data production, for those of us who can see, the 
combination of image and text, constitutes as Chaplin (1994, p.3) endorses, one of the most 
effective means of communication. This conscious use of visual texts arises in my own narrative 
through an initial schooling in the visual arts as a secondary school art teacher. The insertion of a 
second narrative form in the thesis text has two purposes. The first is to suggest that image-based 
research is a significant but underutilised methodology in educational research.  The second is to 
show through the gradual threading of visual storylines into the thesis text, how, image-based 
texts work as a powerful data source in research that focuses on social change.
The journey of the research method is my attempt to reconstruct research and justice orientated 
practice as a qualitative/teacher researcher. My research arose within a context of rapid social and 
workplace change. The questions I am attempting to ask about inclusive schooling operate within 
Australian society, during a period when social justice is struggling for a political voice 
(Blackmore et al. 1996; Sturman 1997, p.105). Similarly, I view research method as being located 
in a social and political struggle. How can I do research with others, can I be a partner in the 
process? How can I show mutual respect and construct a climate of critical dialogue and thought? 
What counts as reciprocity and validity in postmodern research method? Haraway reminds us to 
act through the critical looking-glass: 
Working uncritically from the viewpoint of the ‘standard’ groups is the best way to 
come up with a particularly parochial and limited analysis of technoscientific 
knowledge or policy, which then masquerades as a general account that stands a good 
chance of reinforcing unequal privilege (Haraway, 1997 p.197).  
Doing educational research in a post positivist way means probably means doing some things 
differently – what can I do differently? In my inquiry I seek to do (un)do borders about 
liberation/domination, inclusion/exclusion. This requires some navigation tools and the (re)telling 
of narratives that undo the positivist traditions of special education research. 
As Stronach and MacLure (1997, p.6) write for us, the design of educational research under the 
conditions of the ‘post’ involves, 
… opening as transgression or breaching the boundaries that mark and protect the 
territories of elite or expert knowledge; as taking apart of master discourses and policy 
texts to expose their ruses of power and knowledge; as the release of possibility from 
the dead certainties of enlightenment over reason; as the fracturing of the malign 
dualisms of identity that marginalise the ‘other’ (white/black, researcher/researched, 
man/woman; straight/gay); as the opening up of interrogation of the institutional 
discourses that define the limits of the subject before she or he ever speaks. 
Working as a feminist researcher I ask questions about the past, elites and experts, multiplicity, 
transgression, transmission and interruptions. This is my attempt to do some ‘post’ work – 
postmodernist or poststructuralist research, informed by feminist theory.  
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‘weaving a method, the politics of interpretation, 
data, analysis – all embedded in a tale’ 8
(Lather & Smithies 1997 p. xvi) 
1
During the 1990s, Australian higher education has experienced troubled times. Paralleling the 
experience in governments, bureaucracies and business, the sector has adopted the solutions of 
‘downsizing’, and the politics of ‘economic rationalism’ as the way of organisational 
restructuring. Simon Marginson describes how between 1987 and 1997 the restructuring of higher 
education has taken place. He draws our attention to the strengthening of the ‘sandstone(s)’9 [sic] 
universities in the competitive market place and the strengthening of the elite social capital 
(1997c, p.5). Doing research ‘within’ the setting ‘against’ restructuring has been complex. Being a 
part of the processes of micro-economic reform and positioned as a female in an academic 
community, I have come to understand more deeply the hegemonic traditions of our western 
educational practices. Why is it that women’s inclusion in education, public life and the labour 
market has been ‘designed to meet the needs of individual men unfettered by ties of motherhood, 
childcare and domestic labour’ (Weedon 1987, p.2)?  
In the next section of the thesis pages 29 to 44 are written in the form of a split text.  At the top of 
the page is the academic narrative. The framed text occupies the space of ‘“academic high 
theory”’ (Lather and Smithies 1997, p. 126). Working as a weft thread to take up the warp strands 
of the methodology the academic text outlines the issues of representation, validity, interpretation 
and reflexivity in constructing critical feminist ethnographic/qualitative10 research that focuses on 
inclusive schooling. Running underneath the academic text is my everyday researcher’s narrative. 
Here I outline the messy entanglement of the researcher’s role throughout the building of method 
and data production and my concern with meaning and interpretation. The double text can be read 
in a number of possible ways. The two stories can be read as separate sequential strips, or can be 
read as pages that follow each other. Either reading is then linked together through the reader’s 
thinking. 
My research questions recorded in the opening of the thesis text are in response to the events that 
have occurred in Tasmanian schools since the implementation of the ISDP. Between 1994 and 
1998, the ISDP was drafted, released and implemented. The research design draws on narratives 
from the key informants to tell the tales of the ‘story series’.  Between the stories are visual 
                                                 
8 This is my narrative describing how I respond to issues of theory, data and method. I want to make 
accessible my way of weaving method. This is important in the liberation of my work as I defer from the 
essentialist special education traditions. Narrative is an important tool for transforming the social relations of 
knowledge production and the kind of knowledge produced. 
9 The term ‘sandstones’ is used with Australian academic circles to describe the nine older, established 
universities in each state and the Australian Capital Territory, Canberra. The older ’Sandstones’ universities 
are listed as the universities of Sydney, Melbourne, Queensland, Adelaide, Western Australia; plus the first 
three modern universities, New South Wales, Monash and the Australian National University, and the 
University of Tasmania, a weaker ‘sandstone’ (Marginson 1997c, p.10).
10 Carspecken (1996) describes critical ethnography as a term that has historically risen as a particular form 
of qualitative research. ‘The term ”qualitative” is actually more important to my mind than “ethnography”. 
Hence I will use “ qualitative” much more often than “ethnography” in this book despite its title (1996,p.22).  
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intertexts. The ‘eye’ of the camera, adds another data source. Using visual narrative the cultural 
world of schools becomes a powerful semiotic source from which data can be produced. In the 
thesis text these disparate data texts are used to unsettle social knowledge about inclusive 
schooling and open up possibilities for further analysis which are beyond ‘a mild realist position’ 
(Winston 1998, p. 66). The ‘story series’ that follows in Part Three, my narrative and the 
movement backwards and forwards between these texts and visual intertexts, are not ‘the 
smoothed over, seemingly seamless and painless texture that showcase academic texts’ (Kapitzke 
1998 p.9). The stories are developed and finger printed by the researcher from the texts written 
and spoken by the informants. The photographs from the traditions of photojournalism narrate a 
visual text of the sociocultural, professional and systemic world of the key informants.  My 
narrative is the story of making method and doing research during difficult times in higher 
education. This is the context that envelops the responses to the research questions and, in the 
closing of the text, how I write to the question of what has inclusive schooling contributed to 
school reform. 
2 A life in education in the 1990’s 
My account of inclusive schooling weaves my position as a female academic, sympathetically tied 
to the female special needs workers teachers and teacher aides, and mothers who are the dominant 
caregivers and teachers to students with disabilities. The way that the academy works and the way 
that the academy has come to work in response to economic rationalisation have contributed to the 
ways that research can be structured for those of us who carry heavy teaching and administrative 
loads, that is the women of higher education. In February 1997 females represented 43.26% of the 
labour force. In the Australian teaching profession most of the teachers are women and most of 
the positions of status belong to men. In Australian universities the reproduction of this dominant 
formation exists in higher education. In 1996 there were 11,400 female academics and 21,900 
males. Women with tenure are the lower academic positions than men with tenure. Women with a 
tenurable term classified as senior lecturer or above represent 40% of the population, whereas 
68% are men. Women hold higher proportions of limited term position (52.1%), whereas men 
hold 36.9% (ABS 1997).  In the teaching profession, women constitute about 70% of the total 
teaching force, yet it is rare for more than 15% of principals in any state or territory to be female 
(DEETYA 1997). 
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In my inquiry, validity is referenced against the intersubjectivities of the narrative collection – the 
writing of the strip texts, the (re)threading of these pieces juxtaposed with one and another in the 
construction of the thesis text and through the process of reading, viewing and rereading the 
ethnography. The truth claims are entwined in the positioning of each of the social actors. 
Meaning and truth in this way are ‘never entirely knowable, but are contingent and multiple’ 
(Kapitzke 1998, p.9). To reimagine qualitative inquiry, new relationships with our research 
communities are sought. By making a text with some of the social participants of inclusive 
schooling a space opens for ‘response’ as data and greater responsiveness (St Pierre 1998). Under 
these conditions, deeper reciprocal and reconstructive understandings, become a possibility. 
Lather and Smithies describe research of this kind as ‘generative research methodologies that 
register a possibility and mark a provisional space in which a different science might take form’ 
(1997, p.127). My belief is that writing and research practice operates not only through argument 
but through illustration, juxtaposition, metaphor and subjectivity (Davies 1989; Lather 1991b: 
Walkerdine 1990 in Rhedding-Jones 1996, p.21). 
Working within the higher education context for the past seven years, I have developed a 
heightened awareness of the continuing inequities that persist in the teaching profession, and the 
broader social inequities of Australian society. Feminist theory assists me to theorise difference, 
subjectivity, power and truth and to understand the possibilities for defining my teaching as 
research. As I started to consider what would constitute a research problem about inclusive 
schooling, given my social context and positioning within the university, I came to recognise that 
if I was to attempt to write about the lives of others engaged in the practice of inclusive schooling 
(parents who were caring for children with disabilities and advocating for access to education in 
neighbourhood schools, the teachers who were doing the work and the policy-makers who were 
doing the writing of the policies), I would need to ask questions about multi-voiced method and 
ways to provide a dense picture of what it is that is going on. What is research that seeks to 
recognise ‘the complexity and plurality of perspectives, voices and interests and the need for 
researchers to make them explicit’ (Booth & Ainscow 1998, p.246), the movement away from the 
essentialist traditions of the special education field? At the time of the commencement of my 
study there were few models or suggestions to shake the ‘epistemological tree’ (Slee 1997,p.4) of 
the special education knowledge tradition. 
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Postmodernism and feminist theory offer important insights into the ‘fragile dynamics of 
subjectivity and identity’ and facilitate the viewing of the artefacts of schooling as ‘illustrations of 
how educational discourse in practice inscribes and constructs a gendered and ethnic body, a 
silent regulation and disciplining that begins in early childhood training’ (Luke & Luke 1995 
p.375). In the feminist tradition I have started from the politics of the personal, taking 
subjectivities and everyday experiences as sites for the redefinition of meanings and values. Doing 
research in this way, we can constantly change each other. ‘The ways in which individuals 
understand their material conditions of existence becomes a site where they can be either 
reproduced or transformed’ (Weedon 1987, p.27). My theoretical inspiration for the method draws 
upon feminist and postmodern writers (Lather 1991a, 1991b, 1996a, 1996b; Lather & Smithies 
1997; Kenway 1995, 1996; Kenway & Epstein 1996; Luke & Gore 1992; Patterson 1997; Prosser 
1998; Rhedding-Jones 1995; Stronach & MacLure 1997; Scheurich 1996). This theoretical 
positioning reflects on education as socially constructed knowledge and the potential of 
postmodern theories to reconstruct meanings, to animate the ‘mobilisation of meaning’ in research 
and education (Stronach & MacLure 1997, p.87). This is some of the transformative space I see 
for our actions as education workers. 
3Early understandings of the threads of ethnographic research 
At the outset of my research, I began examining the traditions of ethnographic research. Any 
methodology and method I chose  needed to be sustainable in the conditions of my work where I 
administrate and teach, write and do other research as well as this research.  Initially I wrote in 
note form, the ways I could conceive my work within the ethnographic traditions. My notes read - 
I have a long-term relationship with the site of this work. During the past 10 years of my career I 
have been actively engaged in developing professional development practices alongside teachers. 
The focus of these activities has been the development of teaching strategies to meet the needs of 
students who have been excluded form school settings. I have known many of the support 
teachers and policy-makers for long periods of time, either as close colleagues or as members of 
the bureaucracies. My social relationships extend over time and in a variety of contexts. Whilst I 
have a knowledge about the practice of inclusive schooling, I now construct my knowledge from 
the academic world. I am a learner in this process. To learn about inclusive schooling from the 
practitioners I need to find ways to understand the culture and environment where the contestation 
about inclusive schooling is taking place. I am in a position to be able to gain first hand 
information. These teachers have been my students. Some are still currently my students. 
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Recorded in my narrative and modelled in my evolving research method is a display of the kinds 
of transformative action I have (re)explored. These actions are ‘an expression of hybridity and 
shifting meaning, rather than the totalising expressions of essential identity and certain truth’ 
(Stronach & MacLure 1997, p.32). Kemmis assists us to understand a view of research where the 
problems of practice are viewed as an active interface between the researcher, the setting and the 
actions within the social context. He writes:  
 If we want to find a more proactive view of practice, we will want to find research 
traditions and methods which will allow us to see practice as historically fluid, as 
living, and as susceptible to reconstruction through human and social agency. And we 
will want to explore ways of researching practice that will constitute a different 
tradition on the study of practice, from which it may be viewed as both individually and 
socially constructed, by agents who are parts of social situations but are also committed 
to understanding their practice from the ‘outside’ and from ‘within’ the individual and 
social relations of the group (1995, p.24). 
I have participated with many of these teachers in their learning and in other activities that are part 
of our professional lives. I work with the curriculum writers as a consultant; I assist with the 
development of professional programs for teachers. My participation is more than simply 
observation. I have declared my positioning towards feminist theory. I am aiming to capture the 
living world. This means my observations come from the natural situations, not artificial settings. 
I will attempt to use an eclectic approach to data production, adding narratives to my text, 
adopting a critical and reflexive approach to my personal records and notes. In the research I hope 
to adopt an interactive-reactive approach, and name response11 as a significant data source. This 
gives me the potential to keep my approach to data production as an instrument of regulation, to 
redirect my initial design of the research. In considering the multiplicity of inclusive schooling 
practices I am recording the parts that connect to the larger systems – the sociocultural context of 
inclusive schooling and the professional and systemic worlds of schooling. The framing of the 
research problem is within the context of contemporary Australian life.  
                                                 
11 St Pierre (1998, p.2) suggests that the research community broadens their understanding of participants to 
include not only our samples but those who provide us with response data. Further she suggests that we begin 
to systematically collect response data and as Lather has suggested to St Pierre, map how those data shift 
knowledge production. 
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Feminist theory and practice is grounded in the daily routines of women’s work as university 
teachers (Luke & Gore 1992, p.209). Within the literature of inclusive schooling studies that write 
inclusive schooling as contextual and multiple are silences. In their recent works, Booth and 
Ainscow (1998, p.246), Clarke et al. (1997, p.177) and Slee (1997, p.11) encourage the 
examination of a different politics of special education research method. Since 1996 I have 
struggled with ways that I could rewrite research in this way. Taking inspiration from feminist and 
postmodern thinking, my belief was that it was possible to write about inclusive schooling as a 
multiply constructed text, if a preparedness existed to analyse the relations of power, the histories 
and subject positions that construct and give meaning to the lives of the social actors. Often I 
asked myself whether changing knowledge relations were evident or possible within the field of 
inclusive schooling. I needed to find a pathway that paid attention to the issues of power and 
subjectivity, disrupting the certainty of the traditions of the field.  
4 Inclusive schooling as cultural knowledge 
In my work I consistently hear stories from the field. I also read inquiries into practice generated 
by teachers through their work in the field, often in the form of assignments or small action 
research studies. In this way I am frequently the reader of others ‘confessional ethnographies’ 
(Van Maanen 1995, p.8). The authors, the teachers, usually write of their ‘fieldwork’ identified as 
inclusive schooling. In their papers the teachers reflect upon their role as a support teacher or a 
classroom teacher, telling stories of the way they have travelled as a teacher to include (a) 
student/s within their classrooms. In the description of their work many of these teachers describe 
their practice as ‘under construction’. Their pedagogical moves are frequently described as trials, 
and their personal anguish is identified by the references to personal isolation and limited support. 
It is from the writing and my ongoing relationships with teachers’s responses that the research 
problem was further refined. In the early stage of the inquiry I found it difficult to live legitimately 
with the way that these ‘data’, although considered as ‘unofficial’ were shaping the relations 
between us. Our stories list meanings of events connected to our lives and beliefs and in the social 
system that we operate within12.  In the literature search I was unable to locate studies in the field 
that had described the research space of inclusive schooling as a cultural study. 
                                                 
12 ‘Social action is a part of the whole and derives a meaning through the place and purpose it has in the 
context of the system. Individual actions are, therefore manifestations of the cultural standards and principles 
of the large sociocultural system and can be better understood if they are in the context of the whole system’ 
(Sarantakos 1993, p.265). 
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My early interpretations began to question the knowledge being called inclusion and inclusive 
schooling. Is this simply a repeat of the old patterns of domination, the semantic twist that the 
academics were recording in the literature (Ainscow 1993, 1995; Clarke et al. 1997; Slee 1996a)? 
If I was to bring a coherence to my arguments I needed to ensure that the research method was not 
exclusive, a reproduction of the essentialist traditions. I came to reject the established special 
education research voice where the focus is ‘the quest for explanations in the etiology of 
individuals, frequently assuming a quasi-medical discourse’ (Slee 1997, p. 5). I needed to 
understand closely my own actions (I am, of course a white non-disabled professional) and remind 
myself that ‘self reflectivity can perform a modernist seduction’ (Pillow 1998, p.8). To tell other 
stories without reflecting upon my relationship with the field and positioning is privileging my 
authorial subjectivity. To articulate my own positionality and subjectivity as multiply constituted I 
need to consider how I could join with others in the research process. My actions in weaving 
method and the politics of this representation are therefore pivotal points of scrutiny within the 
research. 
5 Reflections as a beginning teacher and beginning researcher
As a beginning teacher I chose an appointment away from my home state. My career began in 
central Australia.  The students I taught were from diverse racial backgrounds. Here I taught all 
children. My secondary art classes included students from aboriginal backgrounds, a student with 
Down syndrome and students from families of the United States military, based at the defence 
base Pine Gap.  It was my belief as a beginning teacher that it was my responsibility to teach all 
children.  It was not until some years later, as the range of my teaching experiences broadened, 
that I recognised that not all teachers taught all children and that not all schools in the western 
tradition accepted all children.
Before my entry into the academy I spent fifteen-years as a teacher and a school administrator. 
The move into the academy in the early 1990’s was initially conceived as a temporary and a short-
term opportunity. My expectations were that this phase of my career was to be a short period of 
time out from the challenging world of school administration in the 1990’s. I, however, resigned 
my position from the government school authority and took on a life of contract employment in 
higher education. My new workplace, in a university based Faculty of Teacher Education was 
undergoing major restructuring. As a novice teacher in the academy, I identified the dominant 
culture of education at work. My initial work was all teaching. In the academy my observation 
was that only some people (usually the women taught) and others, usually the men did research 
and administration.  
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If I am able to provide a site of liberation within the world of university teaching, during a period 
of restructuring and uncertainty, possibilities exist to explore ways of thinking within the wider 
world of teaching in schools, particularly as applied to inclusive schooling. By taking this 
perspective I am endeavouring to realise in my work ‘dormant curiosities and insights’ and ‘to ask 
questions of their own practices previously unconsidered’ (Kincheloe 1993). My interwoven 
method is an attempt to fray the epistemological conditions of certainty in the medical and 
psychological discourses named in the special education knowledge tradition. Through this work, 
I am not seeking to find the ‘truth’ of inclusive schooling, I am seeking how the historical and 
truth effects are being produced (Lather 1991a, p.31). Within ‘special education’, the traditions of 
research in methodologies other than the scientific paradigms have been small. Malouf and 
Schiller13, describe the domination of the ‘linear model’ of research and practice in special 
education.
As I moved further into the conceptualisation of the research design I began to recognise that in 
research problem where I was to be a single researcher, I would need to pay close attention to the 
my methodological position and the issues of representation for both the researcher and the 
researched.  My exploration of research method in the thesis reflects a concern to represent 
without ‘surveillance’ of the ‘panoptical’14 view (Foucault 1977, p.204), in the traditions of the 
special education field. The selected research orientation needed to be inclusive of my own 
constraints, and would allow me to continue to work fulltime, but also would address my interest 
in subjectivity and to redress the seductions of innocent reflexivity. Perspectives from the 
literature of critical ethnography seemed to show promise for assisting me to weave my method. 
Often I felt if I was searching in murky waters for a sustainable method. It took some eighteen 
months into my research before I began trusting my own judgement.   
The making of method entangled me in the constraints of my practice and inscriptions. In the 
process of interweaving method, the methodological literature of special education had brought 
little comfort. My familiarity was with the quantitative traditions of the special education field. I 
set out not to test a method, a model or a treatment. My methodology is contextualised away from 
                                                 
13 ‘This ‘linear’ model posits that information flows primarily from researchers to practitioners and that 
research knowledge should be directly applied in practice. This model may reflect the prevailing view in 
special education. However, to the degree that it disregards the realities of practice and its improvement, the 
linear model is incomplete. The model is thus likely to perpetuate the dissatisfaction that researchers feel 
about the use of their findings in practice and that practitioners feel about the usefulness of educational 
research… Implicit in the linear model is an assumption that research on student learning or behaviour is 
equivalent to research on teaching (Cohen 1988), Malouff & Schiller 1995, p.414). 
and later in the conclusion of the paper:
‘It seems clear, however, that efforts to apply research efforts in special education practice must be guided by 
better understanding of the conditions of practice, the processes of practice improvement, and the 
contributions that research can make to practice. On one level this calls for research on theses topics and on 
strategies for promoting the application of research findings in special education. On another level, however, 
special education researchers must undertake an examination of their own assumptions about the role of 
research in shaping practice’ (Malouff & Schiller 1995, p.422). 
14 Foucault in his book Discipline and Punishment (1977) describes the ‘panopticon’ as a privileged place for 
experiments on men, and for analysing with complete certainty the transformations that may be obtained 
from them.
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the linear or scientific paradigms that are the traditions of the field. My initial understandings of 
alternative research paradigms came from the traditions of ethnographic research. Ethnographic15
research characteristically belongs to the field of anthropology. During the past twenty years, and 
in particular during the 1980s, this form of research has been systematically applied in feminist 
and educational research. My methodological position in the thesis is constructed to analyse the 
assumptions and constructions of research and epistemology in the recent special educational 
interpretations of inclusive schooling discourse.  A guide string for the analysis was evolved from 
Foucault’s discourse theory.  I took ‘author function’, the understanding of ‘the mode of 
existence, circulation, and functioning of certain discourses within a society’ (Foucault 1984, 
p.108)… ‘the manner in which [discourses] are articulated according to social relationships … in 
the activity of the author function and its modifications rather than in themes or concepts that 
discourses set in motion’ (Foucault 1984, p. 117), as being important in analysing the structure of 
inclusive schooling discourse.                                       

6Theory and practice – action and reflection
From this point I began to wrestle openly with the issues of what it means to do research 
according to my context, and connecting my research problem to the theoretical field of the 
special education knowledge tradition and the empirical field, a cultural study of inclusive 
schooling, rather than being preoccupied with how I was going to proceed. Once I recognised this, 
I devoted my time to forming the intersection points within the theoretical field that would frame 
my data production. My data then wrapped itself as a part of my work. Data was now stories, 
images, documents, and the many textual forms that I often had in my hand as I worked. From this 
point the research process moved rapidly, reflexively moving backwards and forwards between 
method, data and analysis. From the work of Carspeken (1996) I adapted ways of working with 
‘critical’ ethnography. The five stage model has allowed me within the constraints of my own 
‘knowing’, to represent and interpret my own actions, to incorporate the responses of others and 
to make links with the wider social analysis of our actions.  
My analysis of the eclectic set of data in part four of the study realises and relays the complexity 
of inclusive schooling, as a ‘politics of discourse’ (Taylor 1997, p.34), rather than a certain truth 
of a singular naming of the field. Within education, critical ethnography is the result of the 
convergence of two trends in epistemology and social theory. The former is the movement from 
quantitative to qualitative paradigms and the second is the significant influence of the interpretive 
movements in anthropology and sociology. The cultural informants of critical ethnography are 
carriers of social reality and are themselves theoretical constructs. In this way these participants 
are “‘…systematically and critically unveiled’” (Thompson 1981 in Anderson 1989, p.253). 
Narrative assists me to write my story and from the writing of the story to interpret meanings and 
actions within ‘the contingencies of history and circumstance’ (Van Maanen 1995, p.12). Offering 
                                                 
15 Sarantakos, in evaluating the role of ethnographic research, sites the usefulness of ethnography in contexts 
where social conditions, attitudes and roles and interpersonal relationships are explored in conjunction with 
fundamental cultural prescriptions. ‘The characteristic element in this research is not primarily living with 
people as it is in anthropology, but familiarity with the subject, closeness to the respondents, quality and type 
of the relationship between the researcher and the researched, which must be at least egalitarian, and 
references to the large sociocultural system as the explaining source. This last point is very important and 
makes this approach different from other research models’ (Sarantakos 1993, p.268). 
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the representational possibilities of many narratives and the many voices telling social meanings, 
the thesis text attempts to understand a study of inclusive schooling as ‘making the familiar 
strange, rather than the strange familiar’ (Van Maanen 1995, p.20). 
Carspecken (1996) reminds us that until the present, criticalists have not really shared a 
methodological theory. Similarly the field of inclusive schooling is struggling to identify its 
positioning and research methods. Working from my eclectic methodological stance I moved on, 
now being able to produce my data assured that the text was not going to topple into relativism, 
having established through a sense of ‘catalytic validity’16 (Lather 1991b, p.68), the positioning 
and power constructs of the social actors. I hoped that this self reflexivity and understanding stood 
as ways to write validity into this research, even if I might rename it as a new ‘local validity’17
(Scheurich 1997, p.88). To imagine theory building within the site of practice Jean McNiff (1993, 
p.18) suggests that: 
• each individual may legitimately theorise about her own practice, and aim to 
build theories;  
• the action of theorising as a process is a concept more appropriate to educational 
development than the state of referencing a theory. In this view, people change 
their practices, and their practices change them; 
• the interface between person and practice is a process of theory building, which 
involves a critical reflection on the process of ‘reflection in action’, and which 
legitimates the notion of a changing individual interacting with the world. 
Carspecken describes critical epistemology as taking ‘its core imagery from common forms of 
communication that power must enter centrally into the theory of truth we wish to develop’ (1996, 
p.20). Critical ethnographic research provides a way for inquiry and the creation of knowledge 
about everyday work. Notes, reflections, conversations, the reading of texts constructed by 
students, policy documents, the writings of others are all signifiers of practice. I ‘assemble these 
texts as data’ (Rhedding-Jones 1995,p. ). Popkewitz and Brennan (1997, p.293) remind us that a 
social epistemology locates the ‘objects by objects constituted by the knowledge of schooling as 
historical practices through which we understand power relations. Statements and words are not 
signs or signifiers that refer to fixed things but social practices that generate action and 
participation’. My voice could be what Brown and Dowling describe as the line of challenge to 
educational research from the ‘pragmatic professionals’ (1998, p.162). They continue: 
 Whilst trumpeting the potential value of research as the basis of professional practice, 
this position claims that educational research should help practitioners in their work. 
…However, our position in a nutshell is that educational practitioners need to move 
outside of the their professional practice and into the distinct activity of educational 
                                                 
16 Catalytic validity is described as ‘the degree to which the research process reorients, focuses, and energises 
participants in what Friere call “conscientisation”, knowing reality in order to better transform it’ (Lather 
1986 in Scheurich 1997, p.83). More simply catalytic validity is the degree to which the research empowers 
and emancipates the research subjects (Scheurich 1997, p.83). 
17 Scheurich (1997, p.88), cites the difficulties in making ‘new imaginaries of validity’, ‘one possible 
alternative is that this difference can be achieved through dialogue and collaboration between the researcher 
and other … Ellsworth (1989) argues for local knowing, local validity and local choices.  It is in the 
particularities (the differences) of the local moment where the appropriate direction or choice may be conflict 
rather than collaboration, separation rather than unity, unknowing rather than knowing.’  
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research. This is essential if they are to generate the dialogue between research and 
practice that is necessary for mutual development. 
7 Fieldwork - producing data
I locate my research questions in the multiple sites where the social construction of knowledge and 
the distribution of power about inclusive schooling are happening. The sourced data is woven into 
the story series onto the warp of a dense methodological frame. The eclectic methodological 
theory and data is built from what is available from the visual and material world of life in schools 
and in universities. I have made the stories series from conversations, documents from the 
teachers’ talk and thoughts of mine, and others’ teaching practice. Most of the data in this research 
comes from my everyday work. This includes my personal journal and notes I write after I teach, 
or when I listen to others, the many evaluation and feedback responses from teaching, experiences 
in classrooms as I visit my students, the understandings I bring from my Friday teaching in a 
primary school as the ‘art teacher’. Through these data the social world presents as constructed 
realities – this is the way the teachers, the bureaucrats, the parents and I describe inclusive 
schooling. What contributes to the historical construction of inclusive schooling? What are my 
actions within the university? Who is speaking for whom? Being alert to all of these as data, 
artefacts of the cultural practice of inclusive schooling are woven and drawn into my ‘big story’. 
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 Brown and Dowling’s position is in my reading dismissive of the constraints that operate 
within contemporary educational practice. My method is an attempt to ensure that professional 
pratice is linked to the distinct activity of research, but is possible within the world of everyday 
work.  The methodology I work within envisions potential for doubling our meanings – if in our 
theory building we ‘think through our enabling aporias as we move towards practices of academic 
writing that are responsible to what is arising out of both becoming and passing away’ (Lather 
1996a, p.18). As I continue to write this pieced and interwoven thesis text I scour the raw 
materials of my inquiry and tell of the way I have sifted through my own work place, professional 
practice and research to try and untangle and mediate the ways that we interact with inclusive 
schooling. Education research about inclusive schooling adheres to one view of research, research 
that focuses on deficit, defectiveness and oppression (Booth & Ainscow 1998; Slee 1997; Corbett 
1993; Corbett 1996). Some recently published works have responded to the issues and questions 
of representation, voice and struggles against oppression (Allan 1995; Stronach & MacLure 1997; 
Corbett 1996). This is a comparatively small body of literature relative to other fields such as 
gender education, where post-positivist  positions are integral to the development of the field and 
understandings of diversity and difference (Blackmore et al. 1996; Gilbert & Low 1994; Kenway 
1995 Luke & Gore 1992; Orner 1992; Patterson 1997; Rhedding-Jones 1995; Weiner 1994). 
Narrative theory ‘invites us to think of all discourse as taking the form of story and 
poststructuralism invites us to think of all discourse as taking the form of a text’ (Gough 1999, 
p.36). The writing of the text and the continual threading of responses to this text add to the 
research web. The threads of meaning weave a thick cultural fabric, pieces that can be used for 
our conversations, critical analysis and deconstruction. 
My teaching of the award-bearing unit in which the teacher informants, Jo and Deb participated 
during 1996 stimulated the initial phase of the research. After the completion of the course I 
provided evaluative data to the sponsoring educational authority, the DETCCD, in Tasmania. The 
process of writing up the evaluation was significant as it highlighted the dillemas. The preliminary 
reconstruction of the program  resulted in a conference paper (Moss et al. 1996) and provided the 
genesis of my rethinking the original research proposal and research questions. Within this site 
was the potential for more work, further research, research that ought to pay attention to the 
cultural and political contexts of the work of inclusive schooling as it was occurring within 
Tasmania. Borrowing from Caspecken (1996), I defined this process as stage one of the research. 
The Carspecken model18 is described in the footnotes throughout the  
text when a close reading of this part of the empirical pathway is sought (1996, p.41). 
Carspecken reminds us that ‘... unequal power distorts truth claims’. He continues: 
 Critical epistemology will have to be precise about the many ways, a good number of 
them highly subtle, in which power corrupts knowledge. This matter goes to the very 
heart of critical epistemology, and it allows fundamental value orientations (for 
democracy, equality, and human empowerment beyond the merely democratic) to fuse 
with epistemological imperatives (Carspecken 1996, p.21).
                                                 
18 In stage one of the Carspecken model, the researcher makes herself as unobtrusive as possible within a 
social site to observe interactions. A primary record is built up through note taking, audio taping, and if 
desired, videotaping. An intensive set of notes is built up for the site of focus and a looser journal kept on 
observations and conversation by frequenting the locale of the site. The information collected in this way is 
‘monological’ in nature because the researcher ‘speaks’ alone when writing the primary record (Carspecken 
1996, p. 41-2).
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Foucault describes that in the sphere of discourse ‘one can be the author of much more than a 
book – one can be the author of a theory, tradition or discipline in which other books and authors 
will in turn find a place. These authors are in a position which we call ‘’transdiscursive”’. This is 
a recurring phenomenon – certainly as old as our civilisation’ (Foucault 1986, p.113). Foucault’s 
focus on author function rather than the single author is important in understanding the role of 
discourse in a given setting. As Mills (1997, p. 75) notes ‘…what can be said and what can be 
perceived to count as knowledge is very limited  and occurs within certain very clearly delimited 
and recognised bounds’.  In the delivery of EBA 720 – through the  planning, teaching and 
evaluation I collected numerous sources of data. The early data production included, a 
questionnaire completed by support teachers across that state. One support teacher from each of 
the seven Tasmanian support schools completed the questionnaire in consultation with their 
colleagues. Other remnants of my teaching included fifteen hours of video footage, 50 daily 
evaluations, 25 replies from me in a letter format to each participant in response to the day one 
evaluations, 21 final evaluations, two hours of audio tape of the talk of a policy-maker and myself, 
475 pages of written text in assignments. All of this, which has now become part of a bigger story, 
had privileged a particular set of beliefs. By writing this bigger story, these beliefs become 
conditional and work to unsettle the conceptual and methodological issues of educational enquiry 
in the field of inclusive schooling.  
The sources of the data for the thesis are from the institutional life of teachers, support teachers, 
parents, bureaucrats and academics. Initially in this work I had put aside much of the data that 
seemed to be leaking into my inquiry. I treated this as reflexive knowing. Persistently troubled by 
these data, I began to ponder ways that these data could somehow join the official data pool. An 
influential source for this came from a paper by Bettie St Pierre (1998). St Pierre lucidly describes 
how the traditional qualitative data process does not have a category within which she could slot 
her ‘response’ data: ‘I seemed to have so much data that hadn’t been provided by my “official” 
participants … (t)hese response data --some invited some not -- would certainly be typical of 
qualitative projects; and they have certainly shifted my interpretation’ (St Pierre 1998, p.2-3). This 
type of data although at the time it was of the ‘home brand’ label, generic in kind and certainly not 
data of an ‘official’ category significantly shifted my engagement with my research questions. 
Using Carspeken’s frame I began to try to understand whether these data were integral to the 
research process or where they superfluous and simply ‘bits and pieces of memory of events that 
are in excess’ (Lather & Smithies 1997, p.124) of my current frame of reference. 
In the process of the research I regularly (re)considered issues of validity. As the study layered the 
meanings from the multiple data sources, and my authorial use of the juxtaposition of the textual 
sources, I came to understand how  these hypertextual everyday interactions (re)vision the 
‘knowledge: community :: knowledge: power’ connections (Haraway 1991, p.196). Constructed 
as multiple discourse, I was asking questions that the special education literature has shown a 
passing interest in. At this stage the dominant formations of subject and researcher were present. I 
knew that this positioning would not support the coherence of my thesis, so I set about 
contemplating how our relationships could become dialogical. I framed my research questions 
from my experiential background as a teacher, as a member of a democratic community and as a 
labourer within the academy. From this perspective any categories or constructs that are used to 
build the context are holistic and are able to highlight the discursive interests of the group. In the 
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analysis I reflect on knowledge as ‘socially constituted, historically embedded and valuationally 
based’ (Lather 1991b, p. 52).                    
After becoming familiar with ‘response’, this category of data became a significant part of the 
interactive process. I was happy with the way these data kept unsettling my previous position, 
setting up these sites of conflicting meaning and ‘new possibilities for politics’ (Seidman 1994, 
p.253). I was looking to find the political space for the creation of a social knowledge about 
inclusive schooling. Response data became integral to this. From March 1996 to September 1998 
the key informants and I produced data. The production backdates to the teaching of EBA 720, the 
professional development course collaboratively developed and taught with support teachers and 
classroom teachers employed by the DETCCD. During 1996 I also began my documentary 
analysis and started the literature review. In the early period I examined closely how the 
conservative Howard Coalition  government was reforming Australian education. The 
documentary analysis of recent legislation included the Disability Discrimination Act 1992
(Common-wealth), national policy documents, the ISDP, forums conducted by the teacher unions 
and principal associations, documents recording the impact of proposed restructuring within 
universities and the Tasmanian government education sector.  I also commenced my search for 
images that were either published by the  ‘official’  sources of the bureaucracy  or the local press.
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Scheurich suggests that privileged individualised subjectivity is only actualised by the elite and is 
a liability in the creation of an equitable society (1997, p.165). The challenge in doing this inquiry 
was to find ways within the space of everyday work to move outside of the dominant power 
relation of the researcher to the researched. As Anderson (1989, p.253) explains, in ascertaining 
the validity of critical ethnography some argue that to find trustworthiness of the account is 
difficult. ‘The possibility of finding validity can be through the exploration of reflexivity framed 
in a way that there is a critical form’. The critical ethnographer also attempts to integrate and 
systematise other forms of reflection. These include:
 • self reflection – the researchers own bias 
 • reflection on the relationship between structural/historical 
  forces that inform the social construction under study 
 • the writing of a text for future reading by others 
As the course closed and I had completed the marking of the research studies, I recognised that all 
of these data had shifted my interpretations. My concerns about doing research with others and 
about validity ultimately converged, but in the monological state I was struggling with ways to 
fold all of this data, purposefully and meaningfully.  
From the document analysis I began to ask some important questions: What is the connection 
between knowledge, society and political action? Who are the social actors, how do they do their 
work? Where is the power and knowledge situated? Influential during this time was my reflection 
on the teaching of the unit and the collaborative processes with the mangers and policymakers of 
the DETCCD. Out of the teaching of this unit came a flood of what I initially considered to be 
unofficial data, data that was despite my intentions was inviting itself into the formulation of 
research, questions and the overall ‘operationalization’  (Brown & Dowling 1998, p.24). This 
phase was what I came to describe as the ‘monological’ state where I was the researcher, enacting 
e usual power relations of the essentialist beliefs. th
8 Troubling data 
With the preliminary evaluation of the course completed, I began to consider more deeply the 
potential of the research that I needed to become meshed in if I was to finish a thesis. At this time 
the institutional rumbles for performance were beginning to be said more often. The academic 
literature was writing inclusive schooling as something akin to ‘process’, understanding the 
differences between the positions of inclusion and integration (Booth, 1996; McRae 1996; 
Foreman 1996; Stainback & Stainback 1992). The dominant voices and research practices were 
those of the special education field. (Jenkinson 1994; Westby et al. 1994). At the end of 1996 I 
received the last of the action research studies. These stories from teachers working on the 
frontline, were textualising and complicating the idea of inclusive schooling. Totalling 475 pages 
from 25 students, a flood of interpretations about inclusive schooling as it was taking place under 
the implementation of the ISDP process were starting to keep me awake more often than they 
ought. 
Leaving the ‘monological’ state, stage one of the Carspecken model, ‘response’ as data formally 
entered the research. Thinking within Carspecken’s stage two, preliminary reconstructive analysis 
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began 19 (Carspecken p.42). I recognised that response data were central to this. The way I 
believed I could make these response data visible  were through the threading of response and 
narrative, layering one story with another, ‘foregrounding the equisite proliferation of subjectivity 
that was enacted before my very eyes as my participants both constructed themselves and were 
also being constructed within responsive relationships’ (St Pierre 1998, p.4). Visual intertexts 
constructing the social history of schooling for students with disabilities would interrupt the 
narratives. In 1966, Burton Blatt and Fred Kaplan published Christmas in Purgatory: A 
photographic essay. In this visual text Blatt and Kaplan captured the life of thousands of 
intellectually disabled children and adults who were institutionalised (Christensen & Rizvi 1996, 
p.1). This work brought attention to the wider injustices experienced for people and children with 
disabilities, at a time when students with disabilities were excluded from the right to participate in 
normal educative processes. The visual intertexts in my study are used to recount the available 
history within Tasmania and to draw other ways of problematising and reconceptualising the 
discourse and practice from the work described as inclusive schooling. 
At this point I began to ask - what are the ways that I could construct relational research 
knowledge? My reflections on the final work of the teachers, who had completed their studies, left 
me with some difficult questions. Why did only two teachers choose to work closely with schools 
within their clusters? Only two teachers chose to present a collaborative paper, an idea that I had 
thought many of the teachers would have relished. Six support teachers chose individualised 
inquiries that required little negotiation between their schools or districts. I could sense, and 
identify with, some of their frustration and concerns. The centralist pressure of Australian 
curriculum statements and profiles and accountability measures were beginning to influence 
expectations and daily work. The workshop presentations had reflected some of the anxieties they 
felt as the frontline promoters of the ISDP. During 1997 I prepared my colloquium document. 
This included a statement of the research problem, literature review, my proposed methodology, 
and sources of data, data production and analysis. At the end of 1997, my initial supervisor 
retired. I was looking within the Carspecken model20 and musing how this was possible given the 
demands of the forthcoming year of my work. Reconstructive analysis always contains a level of 
uncertainty, or indeterminacy, but boundaries exist on the possibilities, boundaries that the 
researcher must discover and elucidate. During the summer of 1997 I had recognised that my 
research must attempt to explore the dimension of democratic research processes. My 
commitments to socially just practice necessitated my paying attention to the inscriptions of power 
in the research processes.
                                                 
19 In stage two, the researcher begins to analyse the primary record as it has been built up so far. A variety of 
techniques are employed to determine interaction patterns, their meanings, power relations, roles, interactive 
sequences, evidence of embodied meaning, intersubjective structures. The analysis is reconstructive because 
it articulates those cultural themes and system factors that are not observable and that are usually 
unarticulated by the actors themselves. Putting previously unarticulated factors into linguistic representations 
is ‘reconstructive’: it takes conditions of action constructed by people on nondiscursive levels of awareness 
and reconstructs them linguistically. 
20 In stage three, the researcher ceases to be the only voice allowed in the building up a primary record. Here, 
the idea is to begin conversing intensively with the subjects of one’s study through special techniques of 
interviewing and the use of discussion groups. Stage three generates data with people rather than records 
information about them. It is crucial to qualitative research because if used properly, it democratises the 
research process. Such new data, or information, will often challenge information collected in stage one and 
analysed in stage two. But there are good reasons for delaying dialogical data generation until a primary 
record has been developed and partially analysed. 
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9 Beginning to draw in21
At the commencement of the new academic year, I began work with Noel and Catherine. In 
March 1998, after some unavoidable institutional delays I presented my colloquium document. 
From this period a different perspective began to guide my work, I refined the thesis, identifying 
more precisely my interest in power and domination within the field. I moved more deeply into 
narrative as a way to shape the research. 
My ethics clearance included an acknowledgment of the need to make contact with the 
participants of EBA 720 and the approval of the government education system now renamed as 
the Department of Education, Training Community and Cultural Development (DETCCD). By 
April 1998, I recognised that I had a thesis with a theoretical coherence, and a research method 
that was sustainable under my conditions of work. All of the participants who kept on assisting in 
the interpretations of the work of inclusive schooling as I saw it as being constructed, could now 
legitimately join me in my research. 
From this point I began to write with the key informants. The first half of the story series were 
written from the existing documents or taped interviews that I had collected during the teaching of 
EBA 720. The early part of these ‘data stories’ (Lather and Smithies 1997, p. 34) record the 
events and experiences of the four of the informants as they stood in 1996. With this first part of 
the stories in draft from I went about conducting interviews with the same informants two years 
on. This period was exhilarating. I conducted the interview with Deb and Jo by video link. The 
conversation was recorded and then transcribed into a text. Lou, the policy-maker informant, was 
also interviewed. Likewise a transcript was made of the interview.  
I made contact with Dee, the parent informant. I asked Dee, like all the other informants, whether 
she would be happy to be interviewed. After our initial phone contact, I forwarded to her the study 
documentation and consent forms. We agreed that I would follow up within a week. When I rang 
and broached the subject of the interview Dee said that she would very much like to be a part of 
the research, but she would like to take the time to write her responses. ‘That won’t mess up your 
method will it?’ she asked. We spent some time chatting further about her experiences since she 
came to live in Tasmania. We talked longer than we ought. Dee runs a consultancy studies part-
time and is the major caregiver in her relationship. We agreed to maintain contact during the next 
month as Dee juggled her family responsibilities. This included her need to travel interstate for a 
pressing family matter. At the end of the call, I felt the heavy weight borne by mothers in a family 
where there is a child with a disability. Where in the literature about inclusive schooling are these 
issues being considered? 
During the second school term, from June to September 1998, I became a part-time member of a 
primary school through the warm gesture of two teachers. One teacher is a colleague who 
previously taught in the Faculty of Education, the other teacher is currently working towards his 
Master’s degree, and has taken a number of courses with me. In my work I teach across a number 
of areas of the preservice and postgraduate programs of the Faculty. I have dual qualifications that 
enable me to move between the Arts learning area and my work within the special education field. 
Through out my career this has been a constant movement back and forwards. It is no surprise to 
me that I have developed a thesis that makes space for visual intertexts, a space for critically 
viewing the interpretations of inclusive schooling through the lens of photojournalism. Each 
 
21 Draw-in – The contraction of the yarn in width caused by the interlacing of warp and weft. Corresponds to 
the collapse in warp.
Inclusive Schooling: Contexts, Texts and Politics 43
                                                
Friday for twelve weeks I was the art teacher working with Sam and Di and their preparatory 
classes. In Tasmania, these children are five years of age at the commencement of the school year. 
Di and Sam each teach a class of twenty-three children from a wide range of socioeconomic 
backgrounds. Each class has a student with a disability. These two children receive teacher-aide 
funding. This means they are part of the statewide register for students with disabilities and are 
subject to ongoing monitoring from the district support service. Being a part of the context of a 
school proved to be invaluable as I was engaged in the interviews and writing up of the research. 
Many of the issues that I had recorded from the data production came alive for me. At the end of 
each day I wrote entries in my journal, from the position of the participant observer. During the 
day I was assembling a unit of work as a model for my preservice teachers. During the evenings I 
would reflect on how it was that two students were being included as part of an ordinary class. In 
all of this I was struck by the occasions when two exceedingly competent and talented teachers 
had to compromise some of their beliefs about learning due to the institutional pressures of others 
naming the educative processes for the children with/without disabilities. To learn that the school 
bursar makes the allocation of teacher aides was indeed a surprise. 
10 Reflexive moves
My original research design included some focus group interviews with groups of teachers, 
parents and policy makers and managers of the bureaucracy. However, I chose to omit another 
opportunity for data production, electing instead to do more with less data in the interpretation. 
The analysis is dependent on a feminist/poststructural framework.22 The narratives of the key 
informants represent the viewing of reality as being between objectivism and subjectivism, as 
being complex, created by people in contexts that are full of tensions and contradictions. This 
contrasts with a positivist view that would see reality as ‘out there’, as being perceived uniformly 
and governed by universal laws for the good of all. The postmodern, ‘above all, stands in 
opposition to the modern ideal of a uniform, standardised culture composed of individuals who 
are, ultimately, seen as similar or identical instances of common humanity’ (Seidman 1995, 
pp.298–9).  In this thesis I take a postmodernist position and ask whether the very efforts of 
inclusive schooling have been to liberate or dominate. Lather, citing Ellsworth notes,  
…(t)oo often such pedagogies [liberatory pedagogies], fail to probe the degree to which 
“empowerment” becomes something done “by” liberated pedagogies “to” or “for” the 
as-yet unliberated the “other”, the object upon which is directed the “emancipatory” 
actions (Ellsworth 1989). It is precisely this question that postmodernism frames: How 
do our very efforts to liberate perpetuate the relations of dominance (Lather 1991b, 
p.16)? 
 
22 The analysis is built from the Carspecken method where stages four and five return the research findings. 
In stage four, discovering system findings, one examines the relationships between the social site of focused 
interest and specific sites bearing relationship to it. In stage four the idea is to discover specific system 
relationships, such as a relationship between a school and its surrounding community, or a youth culture and 
popular media (Carspecken 1996, p.172). 
In stage five, using system relations to explain findings, the level of inference goes up appreciably as one 
seeks to explain one’s findings in stages one through four by reference to the broadest system features. A 
number of key social theoretical concepts make it possible to link reconstructive analysis with systems 
theories. If successful, a critical researcher is able to suggest reasons for the experiences and cultural forms 
she reconstructed having to do with the class, race, gender and political structures of society. Often, it is this 
fifth stage that really gives one’s study its force and makes it a contribution to real social change (Carspecken 
1996, p.41). 
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The analysis of the research is developed within the political and contextual relationships of 
feminist epistemology. As Luke and Gore (1992, p.194) relate:  
We therefore consider important not to divorce “experience” from theoretical 
knowledge, but to foreground the conditions and relations of production within which 
feminist work can be generated. …(W)e consider it vital to demystify our textual 
identifiers as feminist signifiers. The women in this volume should not read as 
hallowed authors, as an intellectual feminist elite but, rather as women hard at work. 
Our work –- our pedagogical and textural practice – is eminently tied to the conditions 
and relations of production in which we work. It makes sense, therefore to analyse how 
power and knowledge relations are structured in the university by looking at how we 
live them and how they inform and politicise our work. 
Feminist discourse transforms power into a mobilising force within one’s work. Through the 
archaeological sifting of my cultural context, I came to understand how my own world and work 
was politically bound and was shaping the kind of research that was possible. Work became my 
research. By interrogating constructed knowledge in this way there is a collaborative and 
communicative opening to do research. My research questions the binary division between theory 
and practice, proposing instead a system of relations in which power is deployed (Popkewitz 
1997, p.151). Feminist epistemology positions women as active education agents who constuct 
practice inclusive of our lives and political realites.   
I have taken the position reflected by Luke and Luke (1995) that poststructuralism and 
postmodernism may offer valuable ways of reframing longstanding problems in education. My 
particular interest is with the special education knowledge tradition. This field has shown a 
reluctance to engage with traditions outside of the enlightenment traditions. By converging with 
feminist theory the space is created to reconceptualise questions of locality and identity. ‘What 
this enables is a much more acute empirical description and theorisation of the various 
intersections and conjoint knowledge effects of gender, class and ethnicity/race than previous 
determinist sociologies enabled’ (Luke & Luke 1995, p.375). I use this approach, acknowledging 
that there is little feminist research based on an ethnographic approach to the gathering of data 
followed by a poststructural reading (Rhedding-Jones 1995, p.496). 
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Educational facilities in Tasmania for 
‘handicapped’ children 1967 
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PART THREE 
Pretext to the story series 
 
This pretext introduces the story series. The pretexts of the thesis text have a common purpose. 
Each pretext is developed to explain the various elements of the thesis text. In some cases I have 
adapted these elements from the work of others, and in other instances I have invented these to 
construct my story of inclusive schooling. Owning up to the way that I have deviated from the 
cannons in the field of special education research and traditional social science protocols and 
formats, I aim to justify these unfamiliar elements as contributing to the methodological practice 
of qualitative research. My particular focus is the development of methodologies for inclusive 
research practice.
In the thesis text, each story in the series is a ‘data story’ (Lather and Smithies 1997,p.34) of 
inclusive schooling. Altogether the narrative collection represents the lived experience of 
inclusive schooling from the perspective of five key informants: a parent, two teachers - a support 
teacher and a classroom teacher and a policy maker and myself as a teacher/researcher.  The first 
parts of the literary narratives were written in 1996. The second parts of these narratives evolved 
from my interactions with the key informants in 1998. In between the stories the reader will view 
the two remaining visual intertexts. The multiple voices of the research narratives are the way I 
have understood the cultural story of inclusive schooling. In part four, all these narratives, the 
literary and the visual are read, after Foucault (1997,1984b) as a group of texts, which have 
accumulated meanings of inclusive schooling.  
Lather (1992, p.95) describes working with multi-voiced texts as ‘a creative collision of 
incommensurable voices that do not map onto one another in a explanation of the question’.  In 
the thesis text, the literary and visual data stories intertwine the representations of the three 
multiply constructed dimensions of the social reality of inclusive schooling: the sociocultural, 
systemic and professional contexts. These are the wider themes of the cultural domain of 
education, which in the analysis entangle with each other, rather than fix a certain truth about 
inclusive schooling.  
In the construction of the thesis text, the narratives of the key informants are stitched to the 
academic literature and the policy documents of the bureaucracies. The thesis text, which I 
describe as a ‘cautionary tale’ (Kamler 1998, p.13; Haraway 1991, p.1), uses the archaeological 
spaces to (re)think, (re)write and (re)view the social world of inclusive schooling within the wider 
social and political domains of truth and power constructions. A space after Derrida, cited in 
Stronach and MacLure acts as a dislocation, ‘a denial of the spaces that insulate disciplines and 
fields from one another’ (1997,p.4).  The research method evolved from the five stage Carspecken 
model, moves from monological realism, reconstructive analysis to a critical engagement with the 
chronicled narrative of cultural juxtapositions from the key informants. The life stories are 
‘inevitably theoretical – assembling the ‘facts’ of the life into an explanatory structure that ranges 
backwards and forwards over the text’ (Stronach and Maclure 1997, p.50). ‘A story is told in and 
through discourse, or talk, just as there can be discourse about the text of a story’ (Denzin 1989, 
p.41).
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In between the story series are the two remaining visual texts, Educational facilities in Tasmania 
for children with special needs 1973-1990 and ex//inclusion@98. The image-based intertexts texts 
are story lines, foregrounding other accessible sites for interpretations about the special education 
knowledge tradition and inclusive schooling. These visual intertexts were found through the 
documentary search. ‘Image based’ (Prosser 1998) research more widely used in sociological that 
educational research has made an important contribution to ways that dominant narratives can be 
questioned. Image-based research offers the educational researcher a further source of structured 
investigation and another dimension to understanding social change. Walker and Lewis (1998) 
reflecting on the importance of the image in social research suggest that ‘it is not that its use offers 
a new set of methodological tricks to be added to the existing repertoire of research instruments 
but that taking it seriously exposes a current of social change which has implications for the 
practice (and politics) of social research’ (p.162).
Restricting my archival search to newspapers or official education departmental publications 
meant that visual images of students with disabilities at school were difficult to find. The visual 
intertexts of students with disabilities begin from 1967. Looking back to the history of the special 
education tradition, this official visual recording was undertaken many years after the 
establishment of schooling for students with disabilities. The education of students with 
disabilities only becomes publicly palatable from the end of the modernist period. In the 
documentary search of official and newspaper publications of the period 1900-1998, I was also 
unable to locate any images of children within the state mental health institution originally known 
as Royal Derwent Hospital, and later renamed as Willowcourt.  
Woven over the academic text in the first story series is Dee’s voice. Her voice interrupts the 
academic talk, the review of the literature of inclusive schooling as it intersects with the special 
education knowledge tradition. The reader may wish to follow Dee’s story as a single piece, then 
return to read the simultaneous movement between the two text types. The arrowhead guides the 
reader through her story. I have written the story series with a deliberate textual surface, to 
interrupt the safe thinking of the academic and professional dialogue that dominates the literature 
of inclusive schooling. I want to make pieces of storying that display situated knowledges, that 
can be (re) threaded to create the main piece, the big story about inclusive schooling.  
By moving backwards and forwards between the pieces the reader is faced with interpretations 
that are never stable. The framed, split and ribbon texts represent the construction of an argument 
as open to possibilities and opportunities to negotiate meaning and power, truth and politics. My 
textual method is my attempt to interact with standpoint, difference and situated knowledge 
through the research process. As Denzin (1989,p.47) indicates ‘(b)ut readers create texts, for 
meaning is not just a text or in a word; it arises out of the interactions between texts, writers and 
readers’.
In the first story ‘Parent politics’ the ‘data story’ (Lather and Smithies 1997,p.34) is produced 
between Dee, the parent of a child with a disability and the researcher who is telling the story of 
the traditions of the special education knowledge and connections to inclusive schooling. 
Sometimes there are remnants. These remnants, as part of our lives in motion may rejoin or be 
threaded as strips at later points in the inquiry. Initially within our disciplinary conventions we 
may fail to understand some meanings. This is not however a justification to jettison the left-over 
pieces. In the weaver’s art even the thrums (loom waste), can be used for something.      
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Story series: Parent politics 
Story series: Dee, 23 August 1996 
I am the mother of a four-year-old boy. He attends our neighbourhood school, where he is in 
kindergarten. He has a brother in Grade 1, and a brother in Grade 5 at the same school. Another 
brother is in Year 7 at the local high school.  
My son has significant global developmental delay, complicated by poor muscle tone and 
fluctuating hearing loss. His language delay is severe, and he has a moderate intellectual 
disability. The cause for all of this is unknown. He receives six hours aide time, and is at 
kindergarten for ten hours each week. He sees the district speech therapist once a month – illness, 
excursions and strikes permitting. 
We are a family with a commitment to the state school system, and have worked hard to support 
our state schools. I have always been firm believer in equity, social justice and giving people a fair 
go. Had the inclusion policy not been in place, I would have actively worked for it. One of the 
questions I am most suspicious of is ‘wouldn’t your son be much better off in a special school?’ 
 
The committee is of the opinion that the value of the education now being given in 
ordinary schools will be definitely enhanced, if from every grade are sorted out the 
backward, dull and feeble minded children who take up so much of the teacher’s time 
and energies and materially retard the progress of the normal children’ 
P. Bachelard, University of Melbourne Lecturer in Experimental 
Education and Educational Psychology, writing in 1934 (Bachelard 
1934, p.6). 23
In the strips of text surrounding Dee’s story I review the literature of inclusive schooling. The 
review is necessarily broad given its location within a thesis of restricted length.  The ‘academic 
big talk’ (Lather & Smithies 1997, xviii) reviews the literature of inclusive schooling from 
Australian, American and North American sources and perspectives from the United kingdom. 
The critical review creates the possibilities for opening the research space within a postpositivist 
frame.  
Dee:
                                                 
16 I jutapose this citation against Dee’s voice to remind the reader and myself of the power of professionals in 
the field. My exploration of inclusive schooling is concerned with ways that situated knowledges are 
available for construction and reconstruction. The University is a site of power and the powerful.
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On my charitable days, I take this question at face value; on my fragile days I am haunted from an 
image from my own school days. I grew up in a country town where the state and special school 
were side by side and the local special school was on a hill across the road. Neville, distant cousin 
(and who wasn’t in that town) went to the special school; he was forever hanging over the gate, 
watching forever watching; we would cross the road when we came to his fence. He couldn’t talk 
properly and he was different. It was easier to pretend he didn’t exist. Later when his parents 
couldn’t look after him, he went into a home and he is probably still there. No one seems to know. 
On my fragile days, I wonder if the person who is asking the questions about special schools is 
suggesting that this should be my son’s life. He can’t talk properly and he is different. Perhaps it 
is easier to pretend he doesn’t exist.  
 
 
1 Understanding inclusive schooling 
To weave this literature as part of this text, I ask the following questions:  
1. What is the theoretical inspiration of inclusive schooling? 
2. What are the relationships between the historical developments, political practices and 
curriculum theory and practice (Cherryholmes 1988, p.311) within the idea of inclusive 
schooling?
Threaded through this story series ‘Parent politics’ is Dee’s story. In her narrative Dee describes 
her experiences as a mother, with particular reference to one of her four sons, Sam.  Sam has a 
disability.  In the literature of the special education knowledge tradition and in the more recent 
accounts of the inclusive schooling literature a number of parents of students with disabilities 
have authored academic texts and, or their personal stories.  (see Fullwood 1990; Rice 1995; 
Rogers & Dolva 1998; Strully & Strully 1985, 1989; Tacey 1990). Overall within the academic 
literature, not surprisingly, it is the professional rather than the parent voice or student voice that 
is predominant.  
Dee’s story and my review of the academic literature are the way I make present in the thesis text, 
as I have outlined in Part two, the methodology, the use of double method. My double method is 
the working social construction of knowledge about inclusive schooling, ‘the sense making 
practice of the discourse. In that context they work differently from how they operate in the 
original setting they now describe’ (Smith 1990,p.100).  Dee wrote the first part of her story in 
1996. The second part, she wrote towards the end of 1998 in response to the questions I prepared 
to understand the impact of the ISDP. 
Extensive accounts of the history of the special education knowledge tradition exist in the 
literature (see Ashman & Elkins 1998; Forlin 1997; Clarke et al. 1997; Jenkinson, 1997; Skrtic 
1995). These accounts are in the traditions of the field and focus on the historical evolution of the 
development of services, studies of development and disability, policy and legislation, curriculum 
approaches and efficacy research. I am attempting to interrupt this story and put together a text 
that understands how the research, curricula, pedagogical and administrative practices of inclusive 
schooling are taking place within the cultural and social settings of Tasmania. These responses are 
as Miller notes, enacted in responses to individual and social settings that are often unpredictable 
and unrepeatable:
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… A concept of situated school reform disrupts any essential or generalised notion of 
school restructuring processes or goals. It draws attention to how these processes and 
goals constantly are rewritten within specific school cultures and by individuals (1996, 
p.86).
My reading of the literature of inclusive schooling indicates a dominance of the established 
meanings, values and power relations of the structural underpinning of the special education 
knowledge tradition. My intentions are to understand the special education knowledge tradition 
and inclusive schooling as historically connected to each other. I want to avoid what Stronach and 
MacLure describe as ‘crude sorts of boundary drawing, and contradictory attempts at stuffing 
modernism or postmodernism (or modernity or postmodernity) into either/or categories, or 
periodisations that eventually make little chronological or logical sense’ (1997, p.32). The 
artefacts of inclusive schooling, become a way to problematise inclusive schooling rather than to 
make inclusive schooling ‘appear without equivocation’ (Patterson 1997, p.425).  
My questions of the literature and the dialogical construction of the thesis text are a way to map 
the discursive location of the knowledge of inclusive schooling and to identify the ‘hidden 
contradictions, the fissures and the silences’ (Groundwater Smith et al. 1998,p.8) that allow other 
stories to be told. 
 Dee:
Special schools are an option for some children. Others must have the right to not only attend but 
to be included in mainstream schools. Inclusion is more than just placing students with disabilities 
in mainstream classrooms. I believe the department and the schools in particular need to be much 
more active in their support of the Inclusion policy. The school, under the leadership of the 
principal, needs to be clear about the value of including children with disabilities: if the school is 
not clear where it stands on inclusion, the school community will not be either. The leadership of 
the principal is crucial. It is not just the job of the teachers of the child with special needs to work 
towards inclusion. If the principal is half-hearted about inclusion, if she or he doesn’t understand 
the underlying principle of equity, then there is a good chance that inclusion is not going to work.

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2 The gaze of special education 
In the special education knowledge tradition the concept of individual difference is the dominant 
ideology of the circulating theories and practices. During the 1980s and 1990s, in the western 
tradition of schooling, the notion of the ‘individualistic gaze’ (Fulcher 1989), has seen the debates 
of the special field centre on where children with disabilities will receive their education. The 
concern initially described as ‘integration’ and more recently as inclusive schooling, has focused 
on where students with disabilities go to school.
 Dee: 
Comments such as ‘every dollar that the school spends on a child with special needs is a dollar not 
spent on another child in the school’ are not only untrue, but they do much damage to the process 
of inclusion. We can do without this them and us attitude. A decade ago, we were told that 
children with special needs could not be included in mainstream schools because of toilets and 
ramps; we have to be careful that we do not allow the excuse of the 90s to become one of false 
economies. The resource issue is an important one. 
 
The debate over educational placement for students with disabilities connects to the influence of 
the ‘normalisation’ movement. This movement began in Scandinavia in the 1960s and has shaped 
world wide rights based practices emanating from bodies such as the United Nations, UNESCO 
and governments of the day (International Year of Disabled Persons 1981; United Nations 
Convention on the Rights of the Child 1991; Individuals with Disabilities In Education (IDEA) 
USA 1990; Disability Discrimination Act (DDA) 1992; Salamanca Statement, UNESCO 1994). 
Recent reviews of the normalisation movement illustrate the limited capacity of the ideology to 
transform practice. As Fulcher notes:  
While the normalisation project appeared to be radical, but its assumptions were 
functionalist and its ideas and concerns interactionist (Chappell 1993; Oliver 1994). 
Such a project left untouched fundamental practices such as the professional control of 
services (Oliver 1994). Thus despite its apparent radicalism, the normalisation project 
could be relatively easily inserted into policy statements and practices. 
Normalisation is claimed as a theory –- certainly it’s an idea which informs practice – a 
theory whose limitations Chappell (1992 p.39) describe firstly as failing ‘to provide a 
theory of disability which takes account of the material constraints in the lives of 
people with disabilities’; secondly as ‘dominated by the empiricism and the priorities of 
professionals’, thirdly, as functionalist ‘in its assumptions about the relationship 
between professionals and disabled people’; and fourthly as ‘idealist both in its 
adoption of interactionist concerns with deviance, labelling and stigma and its emphasis 
on attitudes and values’ (1996, pp.2–3).
My reading of the special education literature presents the field as a discipline that is reluctant to 
engage in a close scrutiny of its own history. The continuance of exclusionary systems and 
practices of schooling remain the dominant models. The words of Bachelard (1934), spoken in the 
opening of the parent story, affirm the power of the professional voice, which during the past 
century established and supported the development in Australia of separate provisions for students 
with disabilities and ‘special’ needs.  It is only in the last decade or so that this challenge to 
practice is visible in some literature, some schools and some classrooms. The visual intertexts 
between the stories in the text are suggestive of some of the history from the Tasmanian context. 
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As Clarke et al. (1997, p.88) note, ‘(i)n many cases, particularly in the American literature, 
“inclusion” seems to be used simply as a more fashionable alternative to “integration” – a problem 
that is recognised by the increasing use of the term “full inclusion” as a means of signalling that 
something different and more radical than “mere” integration is intended’. Most of the theoretical 
construction of the special needs field is dominated by functionalist paradigms, offering 
discourses of ‘one best way’ to educate children with disabilities. The world wide dominance of 
segregated schooling for students labelled with specific disabilities shows the strength of these 
traditions. Critical perspectives on inclusive schooling constitute a smaller body of work. 
Elaborating this position, Clarke et al. note that attempts to conceive any complex overviews 
continue to be reductionist in effect (1997, p.177). 
Some commentators advocate changes in school organisation or classroom practice 
without considering the broader context of such changes; others focus on questions of 
value, or on critical analysis of the socio-political context of special needs education 
but have nothing to say about the technology which might realise the resolutions they 
advocate. Currently there exist few means for these scattered elements to be brought 
together, so that they illuminate and inform each other; and even if there were such 
means, so few commentators acknowledge the dilemmatic nature of special needs 
education that it is doubtful whether anything like the complete account would be 
produced.
3 Constructions of inclusive schooling discourse in Australia
In the Australian context the theoretical basis of inclusive schooling has links to the cultural 
practices emanating from government policies. During the period of the 1980s to the mid 1990s, 
the Hawke and Keating Federal Labor governments did much to create a climate of social reform 
within Australia. Within these years significant social justice mandates appear in the legislation of 
the Australian states and territories: Anti-Discrimination Act 1982 (NSW); Disability Services Act 
1993 (WA); Anti-Discrimination Act 1991 (Qld.) and others cited in Parsons and Tait (1994, 
p.238). Of significance to people with disabilities and education services was the passing of the 
federal Disability Discrimination Act 1992 (Cwlth). These pieces of legislation and the 
development of the National Strategy on Equity in Schooling (NSES) (MCEETYA 1994) are the 
legal and social frames intended to support the development of school structures responsive to the 
needs of targeted groups of students taken to be in need of affirmative action. Students with 
disabilities are one of these target groups.
In March 1996, political leadership in Australia changed to a conservative coalition government. 
Led by the Prime Minister, John Howard, within months of their election, the Coalition 
government, began to weaken the plural national identity that the previous government had set out 
to construct. Political, social and educational commentators are now devoting attention to 
reviewing the impact of the changed legislative and policy frameworks and the impact on social 
justice issues (Lingard 1997; Lingard 1998; Marginson 1997b; Rayner 1997; Melleuish 1998; 
Sturman 1997). The Howard government, through its negative responses to Mabo24 and Asian 
immigration, have succeeded in disrupting the plural identity (Marginson 1997b, p.257). 
 
24 In 1992, the Australian High Court pronounced the Mabo judgement. At issue in the Mabo case was that 
Australia was terra nullius, land belonging to no-one, at the time of British settlement – a doctrine that had 
permitted the British Crown and through it the colonial settlers, to assume absolute control with their 
possession of the land.  In 1992, the High Court rejected this doctrine, and accepted that ’native title land’ 
rights had survived settlement, though they were subject to the sovereignty of the Crown (Rayner 1997,p.69).  
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The special education knowledge tradition has assumed a strong ownership of inclusive schooling 
terminology. Slee (1996b, p.111) identifies how Australian education departments have turned the 
management of integration and inclusion over to the experts in the fields of ‘special educational 
needs’. In the everyday world of the Tasmanian school staffroom a language about ‘inclusion 
kids’, ‘funded kids’, ‘category A kids’ has evolved, rather than questions about these categories. 
The ‘new’ policy of inclusion has demonstrated the recurring capacity of the special needs field to 
realign with the existing paradigmatic framework of technical solutions (Ainscow 1991, 1996; 
Slee 1996b, 1997, 1998; Skrtic 1995). Jenkinson’s work (1997), which is among the recently 
published Australian texts in the field of special needs education, aligns with the dominant 
psychological/medical paradigm and blindness to wider sociopolitical factors.  Jenkinson, is 
sceptical of a case for inclusive schooling, and argues the lack of scientific empiricism in the 
available literature as support for her position: 
The greatest danger for inclusive schools movement is that it may flounder on its own 
zeal. …The real danger is that we may expect too much of it. The model assumes that 
the reason for the student’s failure lies with the school, not with the student (Gallagher, 
1995), and that radical changes to school structure and climate will ensure that 
experiences of school failure are a thing of the past for students with disabilities. A 
problem with this assumption is that it has not been carried to empirical verification. 
We have very little knowledge of the real impact of inclusive schooling on outcomes 
for school themselves... (Jenkinson 1997, p.155-6). 
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 Dee: 
Schools must be wary, too, of lumping children with special needs into the same category as 
children with behaviour management problems; this does both groups injustice. A common 
misconception that I have encountered is that a child with special needs, with a disability, is a 
child who is a behaviour management problem. Partly the terminology is at fault, but it is more 
than that. From the beginning, one of my major concerns was that my child should not be seen as 
a ‘behaviour management problem’. I had heard him being spoken of in those terms before he 
started kindergarten, and I felt that it was not justified. It was as though a child with special needs 
was by definition a child with behavioural problems. 
 
 
4 Offshore meanings and interpretations of inclusive schooling in 
Australia
The introduction and advancement of the term ‘inclusive’ in the western international literature is 
attributed to Pearpoint, Forest and Snow (1991) at the Canadian Centre for Integrated Education 
and the Regular Education Initiative (REI) proponents, representative of services for students with 
learning disabilities, (eg. Lilly, Pugah in Westby et al. 1994, p.13). More recently academics from 
the United Kingdom (Ainscow 1997; Ainscow & Saba 1996; Booth 1996; Booth & Ainscow 
1998; Clarke et al. 1997; Dyson 1998; Thomas 1998) have been active in refining meanings of the 
term. In the wider international literature, the rationale for inclusive education includes principles 
of justice, relationships and community, questions about the efficacy of special education models, 
and the search for quality education for all through the ‘effective school’ movement. Porter, 
describing the current Canadian context, states: 
However, despite the extensive evidence that inclusion is possible, and that it is 
correlated with highly desirable school and classroom practices, it is still not the norm 
in the majority of schools across Canada. Why is this so? One factor is that the change 
required for a full inclusionary education system is a major one. Michael Fullan ... has 
noted that reforming special education ... ‘represents just about all the issues involved 
in bringing about educational reform’. 
If students with disabilities and learning disabilities are indeed placed in regular age 
appropriate classes, the very assumptions of education as well as the goals and 
strategies of instruction must be re-examined and adapted. This change has occurred in 
many classrooms and schools, but only in selected school districts. (1994, p.21-2). 
In Australia, examples of the radical change required to reconstruct practice are similarly not 
evident in the construction of recent policy and practice. Bailey, an Australian academic, has 
recently observed the wide variation in policy interpretation within the Australian State of 
Queensland. Commenting on the impact of the policy of inclusive schools introduced by the 
Queensland Department of Education, he observes the implementation successes to be dependent 
‘to a very large extent, on the local school’ (Bailey 1998, p.174). Similarly in the non-government 
schools sector policy and practice are likely to be wide-ranging and decided at the local level.  
Special needs reform across international settings is visible in the Salamanca Statement on 
Principles, Policy and Practice in Special Needs Education, (UNESCO 1994). This statement, 
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agreed upon by representatives of 92 governments and 25 international organisations in June 
1994, endorses that schools should accommodate all children regardless of their physical, 
intellectual, social, emotional, linguistic or other conditions:
• every child has a fundamental right to education, and must be given the opportunity 
to achieve and maintain an acceptable level of learning, 
• every child has unique learning characteristics, interests, abilities and learning 
needs,
• education systems should be designed and programs implemented to take into 
account the wide diversity of these characteristics and needs, 
• those with special educational needs must have access to regular schools which 
should accommodate them within a child centred pedagogy capable of meeting 
these needs, 
• regular schools with this inclusive orientation are the most effective means of 
combating discriminatory attitudes, creating welcoming communities, building an 
inclusive society and achieving education for all; moreover, they provide an 
effective education to the majority of children and improve the efficiency and cost 
effectiveness of the entire education system. 
(UNESCO 1994, pp. viii–ix) 
In the state of Tasmania, the terminology of ‘inclusion’ is described in the government school 
system through the ISDP (DECCD1995b). The policy is a supplement to the Equity in Schooling 
policy (DECCD 1995a). These two policies have become the reference points for the development 
of services and structures to enable the movement of students with disabilities from the separate 
segregated special school setting to inclusive classrooms and schools. In 1992, District support 
school models were established in each of the seven school districts in Tasmania. The role of the 
District support service is to give assistance to teachers and schools for students according to the 
categorical structures outlined in the ISDP and the NSEP. These services were located outside of 
the regular school settings, in the majority of cases in buildings that were adjacent or joined to 
known special education services such as special schools or school guidance branches.  
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Dee:
By the beginning of April there were signs that my concerns were justified. Three separate 
children in the other part of the school ‘reported’ to my son’s older brother (in Grade 5) that my 
son had to sit on the naughty chair. One version said he was being unco-operative. My older son 
was upset, particularly because he knows how hard to is for his brother to talk. The following day, 
one of the kindergarten children arrived at the kindergarten entrance the same time as we did. My 
son waited for him, but the other child shied away saying that he does naughty things; he wouldn’t 
have anything to do with him. Things like this can break your heart. When we explored what was 
happening in the classroom, it seemed that because my son’s name was frequently spoken (to get 
his attention) and because he didn’t always participate in what was taking place, some children 
equated this with ‘naughtiness’. He also quite often went and sat himself on the time out chair. I 
was really worried that he not be tagged with a naughty reputation – I thought it could all too 
easily become a self-fulfilling prophecy. The ‘naughtiness’ at this time, too was perfectly 
consistent with my son’s developmental age.  
Whether support models breach the established tradition of special education practice is contested 
(Ainscow 1995; Slee 1997; Skrtic 1991; Skidmore 1998). Support models of varying types exist 
in all Australian states. Currently, Queensland is moving to a decentralised model where the 
majority of the resources are being shifted to the school level (Keary 1998, p.225). In the 
available literature there is no confirmation that these models improve educational outcomes for 
marginalised groups (Creese, Daniels & Norwich 1997; Rainforth, York & McDonald 1992; 
Jenkinson 1997). My study contributes to the literature a further questioning of the capacity of 
support structures to improve educational access and outcomes for students with support needs.  
 
5 The 1990’s – a decade of curriculum reform in Australia
In the work of Australian educators and teachers (Bridge 1995; Cook & Slee 1995; Christensen & 
Rizvi 1996; Deppler et al. 1996; Lang & Berberich 1995; Foreman 1996; Forlin 1997; Jenkinson 
1997; Marks 1996; Slee 1995, 1996a), ‘inclusive schooling’ and the practice of ‘inclusion’ are 
read as part of the recent academic literature and teacher texts. To understand the discourse of a 
particular field, Cherryholmes (1988, p.311) suggests the value of describing the relationships 
between historical developments, political practices and curriculum theory and practice. In 
Australia the most recent national attempts at curriculum development appear in the preparation 
and implementation of the eight learning area statement and profile documents. Produced between 
1990 and 1994, each of the eight learning areas (the Arts; Technology; English; Languages other 
than English, LOTE; Mathematics; Science; Studies of Society and Environment, SOSE; Health) 
is supported by a statement and a profile document. The statement introduces the content of the 
learning area. The profiles aim to provide a framework for: 
• teachers in classrooms to chart the progress of their students, 
• schools to report to their communities, and 
• systems’ reporting on student performance as well as being amenable to reporting 
student achievement at a national level. 
(Curriculum Corporation, English Profile 1994, p.159)
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The documents also make reference to inclusive provision and embrace, through the common and 
agreed goals for schooling, as outlined in the Hobart Declaration of Schooling (1989), a 
framework for the improvement of teaching and learning and a proposed common language 
framework for the reporting of school achievement. Two years after the commencement of the 
development of the curriculum statements and profiles the principle of inclusivity appears in the 
eight curriculum statements. This supplementary project undertaken in 1992 by CURASS 
(Australian Education Council Curriculum Assessment Committee) included the development of 
the ‘towards level one’ section in profile documents to consider the needs of students of English 
as a Second Language and students with disabilities.
 
 Dee: 
In March we drew up an Individual Educational Plan for my son. His teacher had no experience 
with drawing up such a programme, and, without the assistance of the Early Special Education 
liaison, we would have been floundering. I was happy with the result; it seemed to give some 
direction to what was happening in the classroom, and I felt short-term and long-term goals were 
realistic and achievable. We set up monthly meetings to discuss my son’s progress. The last 
meeting before the end of the term was to be a review meeting, where we examined progress in 
view of the Individual Education Program. It was devastating. In hindsight, I should have picked 
up the warning signs. One of the short-term goals set for him was concerned with facilitating 
communication; another was to develop more appropriate means of communicating emotions. We 
decided to review these long-term goals at the end of May. 
 
Two other initiatives, aimed in part at achieving high levels of inclusivity in national collaborative 
curriculum initiatives, were the National Aboriginal and Torres Strait Islanders Studies Project 
and the National Policy for the Education of Girls in Australian Schools. The purposes of these 
projects were to ensure that the needs of these two groups be incorporated into the design briefs 
for the statements and profiles. The documents define for Australian teachers inclusivity as 
‘including all groups of students’. In the statement for Studies of Society and Environment, 
inclusivity is defined as an approach to learning that recognises and values student diversity by 
building on their varied experiences and interests. ‘All students should have a chance to contribute 
their own experiences and to consider what others know about issues being studied’ (Curriculum 
Corporation 1992, p.8). Australian curriculum reform has occurred during a time of intense social, 
political and economic change. As a teacher educator who works regularly with practising 
teachers I constantly meet the current crisis of confidence in the teaching profession.
As Kemmis notes:  
Many of us in education have a clear sense of these kinds of crises, both within the 
educational system as we experience it (and in schools and classrooms), and in 
relationships between education and the wider society, especially under conditions of 
rapid transformation like those of contemporary Australian life (1995, p.17). 
 
 
 Dee: 
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The week before the review date, I had a conversation in passing with the teacher in which she 
said she must speak to the speech therapist about developing a program to meet my son’s goals. I 
had assumed that this had already been done weeks before. At the review meeting the teacher, was 
obviously very concerned about something; this turned out to be my son’s ‘aggressive behaviour’. 
For approximately two weeks, she said, he had been hitting other children. She had spoken to the 
acting school principal and to the ESE Liaison Officer about it; she had obviously spoken to other 
parents about it, because she was able to report that the parents were very concerned and one set 
were thinking of removing their child from the school because of it. All my worst fears were 
realised at that meeting.  
 
 
Within Australia the traditions of separate education facilities have dominated the provisions and 
ideological conceptions of education for students with disabilities. Foreman (1996, p.7), reports 
that the majority of students with disabilities in Australia already attend regular schools. This 
statement whilst accurate in account of the site of the student enrolment, is misleading as the 
majority of students in the government school system are in separate units or classes within these 
schools. Available statistics on the enrolment of students with disabilities by state, type of 
provision and sector (DeLemos 1994, p.54) show the numbers of students in special schools and 
units in regular schools compared to the numbers of students with disabilities in regular classes. 
The two models of segregation (special school + special unit) are the greater number of the 
sample25. These figures illustrate how the separate education models continue to dominate, despite 
recent federal and state/territory legislation pertaining to equal opportunity and social justice.
The following comment by Jenkinson (1994) illustrates the alignment to the established medical 
and psychological discourse and the perpetuation in Australia of the status quo: 
Despite widespread changes over the past decade in principles underlying the provision 
of education for students with disabilities, there is continuing debate regarding the most 
appropriate form of provision for students with disabilities. Inconsistencies in the use, 
definition and interpretation of terms leads to confusion and lack of clarity in 
discussions of basic principles and policies. Although integrated education in inclusive 
schools is widely favoured in principle, differences in the interpretation of the 
principles and concepts make it very difficult to come to any general conclusion about 
current practice. In practice, dual systems of regular and special education continue to 
survive and are likely to do so for some time (Jenkinson 1994, p.21). 
 
The tensions between the delivery of services in an inclusionary or exclusionary pattern are 
underlined in the writing of two distinct groups of Australian academics. Slee (1996a) records the 
divide between those who on one hand adhere to incrementalism and conditionality of the 
traditional special education theorists: Parmenter 1979; Ward et al. 1987; Pickering et al.; Ashman 
and Elkins 1990; Cole 1991; Giorcelli 1993; and those on the other hand, who observe the 
professional interest inherent in the formulation of the integration industry: Fulcher 1989; Rice 
                                                 
25 In the Government school system, DeLemos (1994,p.54), quotes figures based on the 1992 census. Special 
school n =14,786; special class and unit n=14,027 and regular class enrolments = 23, 477. Total enrolment 
n=52,290.
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1993; Marks 1993; Gilbert and Low 1993; Slee 1995 (cited in Slee 1996a, p.20). Overall, the 
special needs discourse in Australia is largely guided by deficit paradigms.  An example of the 
deficit discourse in action is the text by Foreman et al. (1996), Integration and Inclusion. 
Published in Australia for the delivery of core ‘special educational needs’ units in pre-service 
teacher education, the text fails to interrogate the established knowledge of the field. The text that 
will speak to the next generation of teachers continues to perpetuate the divide within general and 
special education and the safe positioning of the established voices in the field.  
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 Dee:
There were several other meetings in the next few days: my child was referred to as ‘aggressive’ 
and ‘violent’ (when I queried the use of the word, I was told ‘that’s the word we use when a child 
hits another child’). My son also attends a child care centre, and we had no indication from his 
carers that he was aggressive. I checked with them, and they said it was just not an issue; his 
behaviour was consistent with his developmental age. He was certainly not aggressive or violent. 
He occasionally hit another child in passing, but it was not abnormal behaviour. The acting school 
principal also rang the child care centre – we were told of this after the event; the carers of the 
child care centre were amazed, firstly at the fuss, and secondly that the school had not sought our 
permission to contact them. I went home that day ready to pull all my three children out of the 
school. How quick they were to blame him, to  label him aggressive and violent. And why on 
earth weren’t we told what was going on? I couldn’t help feeling that the school was looking for 
an excuse to get rid of us. What made it unforgivable in my eyes was that the whole mess was 
preventable; if only the school had listened; if only they had done what they were supposed to 
have done – if the communication programme had been developed earlier in the term and put in 
place, I feel sure that none of this would have happened. We need to feel that our children are 
important and valued members of the community, not a liability. When I calmed down, I spoke to 
some of the other kinder parents, who spent time in the classroom, and they were not aware of the 
problem. Yes, he sometimes hit other children but it was not a major issue, and as for other 
parents being really upset about it, they were not aware of it. 
 
6 ‘Inclusion’ - ‘inclusive schooling’  and conceptions of school 
reform within the special education tradition  
In reviewing the use of the term  ‘inclusion’ in the British literature, Booth (1996, p.88) and 
Clarke et al. (1997, p.88), describe the term as uncommon amongst teachers in the United 
Kingdom, and as lacking a common meaning across national boundaries. Booth records, however, 
that ‘inclusion’ is replacing ‘integration’ in academic discussion. Moreover, he argues that it is not 
possible to present a single perspective on the use of the term inclusion, instead he refers to 
inclusion ‘as an unending set of processes, rather than a state’ (1996, p.89). Booth (1996, p.88-9) 
cites differing definitions provided by British academics, Ainscow (1995), Mittler (1995) and 
Wedell (1995). These definitions include: 
• Ainscow’s position that contrasts ‘integration’ which implies additional arrangements 
within a system of schooling that are largely unchanged, with inclusive education where 
the aim is to restructure schools in order to respond to the need of all children; 
• Mittler’s definition of education in an ordinary class, in a neighbourhood school which a 
child would normally attend, with support as needed by the individual, and 
• Wedell’s approach of inclusive education starting from an assumption about student 
diversity in schooling rather than homogeneity.  
In a recent publication, Booth and Ainscow (1998) introduce the idea of inclusion and exclusion 
as a way to describe ‘the processes of increasing the participation of students in, and reducing 
exclusion their from, mainstream curricula, cultures and communities’ (1998, p.2). This drawing 
of the binary between exclusion and inclusion adds a further twist in the international usage of the 
term.  
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Dee:
In all the talking that took place, two things became apparent: Earlier in the year, we had problems 
with my son squealing; we had worked hard to provide him with other ways of communicating his 
feelings and the squealing had stopped. Was it a coincidence that the ‘hitting’ had started once the 
squealing had stopped? Was it actually a demonstration of his frustration at not being able to 
communicate rather than ‘aggression’? It also appeared that my son’s poor gross motor skills were 
sometimes responsible for what was taken to be ‘aggression’ – he fell on children or bumped into 
them. It also seemed that he was blamed when he was innocent. 
Ainscow (1991), in an earlier work, Effective schools for all: an alternative approach to special 
needs education, describes the traditions of the special education field in terms of three main 
approaches:
• Withdrawal approach 
Here those pupils who it is felt will not cope with the demands of the mainstream 
curriculum are withdrawn for at least part of the time to a special class or school. The 
aim is to provide learning experiences that are more appropriate in that they take 
account of the limitations of the pupils. 
• The remedial approach 
This term is unfashionable these days but the approach it implies is still evident in 
many schools. It can take a number of forms and involve a variety of strategies. 
Essentially it attempts to provide forms of intervention that will overcome or 
compensate deficits within children.  
• The mainstreaming approach 
In this approach the main emphasis is on making modifications in the curriculum to 
allow access for children regarded as being exceptional. It may, for example, involve 
the provision of an individualised learning program, the adoption of classroom 
materials, or an adult support for the child. 
(Ainscow 1991, p.2) 
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Traces of all three approaches remain and in some instances are advocated in recent literature 
(Ashman & Elkins 1998; Foreman 1996; Clarke et al. 1997; Skrtic 1995). As Ainscow notes, 
‘despite the difference between these three approaches, they each continue to perceive the 
problem as the child’s. As a result, they exclude from consideration causal factors that may lie in 
larger social, political and organisation processes that are external to the individual’ (1991, p.2).
Ainscow’s position adheres to what Skidmore (1998) describes as the organisational paradigm. In 
this view the problem of educational difficulty is a conceived as a signal for reform of the school 
and school curriculum – to aim at ‘effective schools’ for all.  In a later work Ainscow affirms his 
view: 
Specifically, it requires many to suspend their existing beliefs and assumptions about the 
origins and nature of educational difficulties in order to consider alternative 
perspectives. Instead of the traditional search for specialist techniques that can be used 
to ameliorate the learning difficulties of individual pupils, the focus must be on 
conditions that facilitate and support the learning of all children (1993, p.205). 
Dee:
I was watching an amusing ‘game’ between my son and one of his friends: he was standing still 
with his arms down; his friends was saying ‘Don’t hit me’ and grinning. It was obvious he had not 
hit the child nor was he going to. If you could see their faces, you could see the smiles – it was a 
game, a curious game under the circumstances, but a game nevertheless. It is so important to not 
just look at the surface – but to look to the wider context, what went on before, what was the 
catalyst, not just see what you expect to see. 
 
 
Clough (1988), also  in work of British origin, identifies the role of the curriculum in the broader 
reform process of the special education tradition and suggests placing curriculum at the centre of 
special needs inquiry. This would mean that special needs provision will be ‘no longer 
marginalised but the very touchstone proving point of coherent, sensitive and moral curriculum 
planning for all’. The curricular conception of special needs involves a commitment from the 
teacher and researcher. This involves: 
• the framing of problems in the whole context in which they are noticed; such a 
frame will recognise the relevance and aims and organisational structures of the 
particular institutions quite as much as the needs, motivations and intentions of all 
the individuals under study.  
• a theoretical framework which is capable of taking account of such complex 
interrelations by drawing on a variety of sociological, psychological and other 
theories rather than exclusively relying on any one of them. 
• a systematic recognition of the experience of participants – teachers, pupils and 
parents – in order better to understand and interpret teaching and research situations. 
• the empirical monitoring and documentation of learning events by both teachers and 
researchers leading to critical self-evaluation and appropriate revision of 
methodologies.  (Clough 1988, p.336) 
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In a review of inclusive schooling within the United States, Lipsky and Gartner (1996, p.762) map 
a ten year overview of research and legislative history of inclusionary models in the United States. 
The review cites data from longitudinal studies, court decisions that challenge organisational 
patterns of special education programs, the activity of the disability rights movements and the 
views of parents. In their discussion, Lipsky and Gartner define the term ‘inclusive education’ 
according to the National Centre on Educational Restructuring and Inclusion. They point out that 
the term ‘inclusive education’ does not occur in federal or state legislation and cite the following 
as the working definition adopted in 1995 by the National Centre on Educational Restructuring 
and Inclusion (Lipsky & Gartner 1996, p.763).  
Inclusion is the provision of services to students with disabilities, including those with 
severe impairments, in the neighbourhood school, in age appropriate general education 
classes, with the necessary support and supplementary aids (for the child and the 
teacher to assure the child’s success –- academic, behavioural and social – and to 
prepare the child to participate as a full and contributing member of society (Lipsky & 
Gartner 1996, p.763). 
 
The Lipsky and Gartner definition, one of services and of fitting the child to an existing status 
quo, illustrates the persistent deficit arguments and the lack of commitment to fundamental 
reconstruction of the discourse of expertism and ‘disablement’ (Slee 1996b). The limitations of 
conceiving the field in this way are discussed by Ainscow (1997;1999), Ainscow and Booth 
(1998), Clarke et al. (1997), Skrtic (1995) and Slee (1996a, 1996b, 1998a). 
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 Dee: 
This term life has been much easier. We are able to talk frankly about what took place and work 
together as a team to sort out any difficulties. We have a new aide. My son’s teacher and his aide 
have been actively working to develop communication skills in all of the children, not just my 
son. All of the children are being encouraged to be assertive, to say if they don’t like something, 
and talk about their feelings. I think it is going to be okay. The support of other parents has been 
encouraging. Rarely a day passes without someone asking how my son is doing. One parent came 
to me and said that she had no idea how hard it had been for us. That had meant a lot. A parent of 
a child with special needs slips and slides on an emotional roller coaster, full of torrid and intense 
emotion – pain, sadness, despair, uncertainty, guilty, confusion fragility, vulnerability, 
exhilaration, hope, joy, isolation. Perhaps only other parents of a child with a disability can 
comprehend the pervasiveness and depth of these emotions. We are no sooner over one hurdle 
than we are faced with another. Often our self-esteem and confidence is low: it becomes hard to 
trust your judgment, to make decisions. I am only part way through the kindergarten year and I am 
already focused on next year: the prep. year, a whole new ball game. We have an endless set of 
worries: toileting; the appropriateness of the school; class size; the reactions of other parents and 
children; the effect of having a child with special needs at the same school as his or her siblings; 
friendships … but these are things we learn to cope with. We learn to cope with being an advocate 
for our child; we need to learn about funding processes, the availability of services, how to access 
these services … we are the instant experts, and often the ones that the school asks for 
information.  
7 Critical and emerging deconstructive perspectives of inclusive 
schooling
While some deconstructive accounts of inclusive schooling discourses are read in the literature 
(see Skrtic, 1991, 1995, 1996; Brantlinger 1997; Corbett 1993, 1996; Skidmore 1998 & Slee 
1997) the dominant literature of the field has largely ignored the impact of postmodernist and 
poststructural inquiry. Since the publication of the International Journal of Inclusive Education in 
1997, a wider academic audience is theorising the terms ‘inclusion’, ‘inclusive schooling’, and 
‘inclusive education’. Currently, however these terms are being popularised within academic and 
professional communication, as part of the imperial motives of the special needs field.  
Influential in opening critical perspectives within the special education field and the wider 
educational academic community has been the work of Tom Skrtic. In his 1991 publication in the 
Harvard Educational Review, The special education paradox: equity as the way to excellence, the 
elements of Skrtic’s proposal for radical reconstruction of the special education field is outlined. 
Skrtic’s critical perspective is removed from the accepted foundational perspective. As Skrtic 
notes, the special education field through its situated practices and the allignment to the 
functionalist paradigms of school administration, confirm and legitimate, rather than reconstruct 
the practice of student as deficit.
Thus the institutional practice of special education (and the very notion of student 
disability) is an artefact of the functionalist quest for rationality, order, certainty in the 
field of education, a quest that is both intensified and legitimised by the educational 
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practice of educational administration. As such special education distorts the problem 
of school failure, and ultimately prevents the fields of education from entering into a 
productive confrontation with uncertainty ... the objectification and legitimisation of 
school failure as student disability prevents public education from moving beyond its 
functionalist practices (1991, p.153). 
Australian attempts to deconstruct the ‘special needs’ field, as in the British system are restricted. 
The Australian Journal of Special Education, the national voice of special educators, continues to 
publishes and promote the established traditions of the field. A recent, but in the conclusion, a 
disappointing and missed opportunity for the reconstruction of a national Australian special 
education position has occurred through The 1996 Project of National Significance, Children and 
Students Count (CSC) (Ministerial Advisory Committee 1996). The findings of the project, 
published in 1997, whilst recognising some of the emerging issues and dilemmas of practice, fail 
to interrogate the situated knowledge of the current Australian context.  
The intention of the CSC project was to explore the relationship of funding allocations to students 
supported under the Commonwealth Equity Program. This funding source is the largest 
contributor to the additional resources provided to students with disabilities in Australian schools. 
As the background to the report indicates, the funding model for support to students relies on 
disability categories. This represents a persistent deficit view of students and results in 
questionable and often publicly perceived inequities in funding to students. Further these funding 
mechanisms represent the ability of resourcing models to continue a curriculum structure that is 
alienating for students. The present structures within Australian schools, as noted by Quinn, 
Ashenden and Milligan (1994), Mitchell and Ryba (1994) and Hegarty (in Ministerial Advisory 
Council 1996, p.35), fail to address the relationship of resources to educational need. As the 
proposal for the CSC program indicates, that ‘when inclusive curriculum supersedes the 
discriminating disability focus a different allocative mechanism develops and inclusion and school 
restructure become a reality’ 
The objectives of the CSC were a welcome and timely initiative in Australian special education 
practice. On review, the project findings are however a disappointing reproduction of established 
epistemological cannons. Using action research as the methodological bases for the project, the 
findings of the ten studies across Australia are in the main realist accounts of practice. Scant 
attention is given to the methodological orientation of the projects and the subsequent 
epistemological basis from which findings were reported.26  The project maps the many aspects 
and elements that are understood as part of the inclusive schooling journey in Australia. The 
disappointment in the final analysis of the project, is the lack of attention given in the research 
reports to the interrogation of the foundational knowledge that underpins the epistemological basis 
of special education practice in Australia.
Slee (1993; 1995; 1996a; 1996b; 1997; 1998a; 1998b) is the only Australian academic to 
consistently reflect on the field of special education and inclusive schooling from critically 
orientated and deconstructive perspectives.  Like Slee (1996a), I believe there is not a deep active 
national commitment to the principles of inclusive education. The national special education 
 
26 As an example of the persistence of the dominant special education epistemology is illustrated in an 
excerpt from one project. The project, entitled School Restructure Issues and Realities, (Ministerial Advisory 
Committee, 1997, p.147) describes the teacher identified differences that the Student Support Team had 
made to their programming as –ability to focus on small group work in problem areas; targeted students 
developing skills and confidence through individual attention; more time to work with advanced students; 
advantages in discussing needs with someone who knows the students; identification of specific problems.
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professional voice, the Australian Association of Special Education, has failed to articulate a 
position on inclusive schooling. The organisation strongly protects the voices of the dominant 
professional interests of segregated settings and reconfigured services for expanding numbers of 
excluded students. Slee (1996a, 1996b) has written widely on the expansionary category of the 
ADHD/ADD ‘epidemics’ and recurring exclusions of students from schooling in Australia. The 
awarding by DEETYA (1998) of a consultancy to the University of Queensland, Fred and Eleanor 
Schonell Special Education Research Centre, (a special education research centre that has been 
established for thirty years), to investigate and map programs, strategies and teacher preparation to 
address the literacy and numeracy needs of students with disabilities, and the continued 
accumulation of Australian Research Council funding to the centre, acknowledges the domination 
within Australian special education research of the essentialist views.  
A further example of the bounded nature of the field is the definition of special education given 
by Ashman and Elkins (1998), the authors of the primer of ‘special needs’ in Australian teacher 
education circles: 
... special education is a relative concept, defined in terms of what additional programs 
and resources that are needed to provide appropriate education for students. If a school 
provides programs and resources needed by certain children with disabilities as a matter 
of course, this would not be regarded as special education (Ashman & Elkin 1998, p.7). 
The definition centres on the normative response of individually resourced programs from the 
functionalist discourse of the traditionalists. The final section of the definition reveals that if a 
school reflects the ability to provide for student diversity, then they are, through implication, 
lacking and cannot enter the world of ‘special ‘education’! This definition and the voice of 
Jenkinson (1997, 1994) connect Australian practices to the dominant special education traditions 
– technical and functionalist traditions dominate. 
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 Dee:
We are expected to be the defacto case mangers for our children – get a copy of this report to do 
so and so; make an appointment; check that something that was going to be done has been done; 
speak at staff meetings; write articles for newsletters; sit on committees; attend workshops; 
develop school policies, to say nothing of following up school policies at home … I work; I study; 
I have my children and partner to care for, as well as fighting for my child to be properly included 
in the education system. But do you know what makes me really angry? The woeful resourcing of 
our schools. While funding is inadequate, inclusion will not be successful. It is vitally important 
that the Inclusion Policy is backed by adequate resourcing, not just in terms of dollars, but in the 
skilling of our teachers and the provision of creative use of services such as therapists, between 
departments and the public and private sectors. It is a hard enough road to travel without having to 
battle for funds as well. 
The Australian report, Schooling for Students with Disabilities (DEET 1994) highlights the 
national inconsistencies in provisions, funding and curriculum arrangements. Nationally, the 
largest numbers of students in government school attend separate settings and some 7,500 adults 
with disabilities live in institutions (NDAC 1998). The vision of the future as articulated by 
Jenkinson (1994, p.21) is not one of a national movement towards inclusive education. Slee 
(1996a, p.22), though arguing deconstructively, states a similar position. In his analysis, Slee 
highlights the grafting of disparate statements about equity, disability discrimination and 
statements from Australian state and education authorities onto ‘the contradictory languages based 
on a deficit-bounded medical model of disability and corporate managerialism to produce a hybrid 
inclusive policy text’. This leads Slee to present the ‘Calculus of Equity’. ‘E = DS + AR’; that is, 
equity equals disabled student plus additional resources. The theory of equity for students with 
disabilities becomes the reductionist reliance on distributive paradigm of social justice’ (Young 
1990 in Slee 1996a, p.24). Slee highlights the entanglement with power and patriarchal structures 
that currently dominate and legitimate schooling practices. These factors are unaccounted for in 
current special education policy and practice. 
Disablement in schools is quitessentially the expression of unequal power relationships. 
The question of ‘voice’, of who determines agendas in the project of ‘inclusive 
schooling’ is critical. An education which is inclusive of the range of human variation 
demands more than calling in those who have worked in exclusive educational practice, 
and now describe their trade as inclusion, to examine critically both special and regular 
eduction to theorise the role of pedagogy, institutional organisation which mediate 
cultural preferences, in privileging some students over others (Slee 1996a, p.28).
 
 Dee: 
Our school is supportive; I know many aren’t. We may not have got it right but we are working on 
it. My son is very lucky that he has a warm and caring teacher and a loving environment at school. 
He is happy to go to school, and he is discovering the magic of learning. His teacher with the 
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assistance of his aide, is the one of the most valuable resources he could have. Without the 
support of the teachers, without a supportive school environment, there would be no inclusion.  
8 Student as ‘deficit’
The beginnings of our participation as members of the wider society commence when students 
enter the compulsory school system. The traditions of western schooling are far from those of 
equitable and inclusive systems. Connell (1994, p.129), describes western traditions as ‘systems 
that were sharply and deliberately stratified; they were segregated by race, by gender, and by 
class; tracked into academic and technical schools; divided among public and private, Protestant 
and Catholic’. The educational history of the twentieth century has largely preoccupied itself with 
the continuing search for teaching techniques to ameliorate cultural difference, learning 
difficulties, and students at risk. The legitimation of specific instructional processes and scant 
acknowledgment of the sociocultural and political context of schools and teaching continues to be 
the organisation pattern that dominates schooling practices (Bartolome 1994, pp.175-176, Slee 
and Weiner 1998 p. 7-8).  
Education in postmodern times continues to grapple with the issues of diversity and school failure. 
The aspiration of the inclusive school movement ‘schools for all’ (Ainscow 1995; Ainscow 1999; 
Cook & Slee 1994; Meyer 1996; New & Mallory 1995; Mittler 1995; Pearpoint & Forest 1991; 
Skrtic 1991; Stainback & Stainback 1992; Slee 1996a), sits beside an extensive but unsuccessful 
record of education reform initiatives for disadvantaged students. Meeting the needs of minority 
groups has been a large part of the endeavour of education during this century. The changes to 
practice and outcomes are, however, insignificant, as noted by Connell:
The ideas survive partly because they have become the organic ideology of 
compensatory and special education programs. The very existence of such programs 
now evokes the rationale of deficit as Casonova (1990) illustrates in heart breaking case 
studies of two Latino children in a U.S school system: battered by the system’s 
language policy, inserted into ‘special education’ programs – which mandated rigid, 
teacher centred methods … More broadly, deficit ideas also survive because they fit 
comfortably into wider ideologies of race and class difference  (Connell 1994, p.131).
English traditions, with some American influences, permeate Australian education (Connell 
1985). Australia as a contributor to contemporary education discourses exists within a colonised 
framework. Educational solutions have been largely matters of technical solutions derived from 
dominant hegemonic positions (Connell 1994, p.137). The individualised construct of the 
dominant disability and special needs discourse are counter positions to feminist conceptions of 
difference. Feminist conceptions of difference alert school communities to the importance of 
issues beyond a rights based discourse. As Young (1990, p.305) highlights, ‘Existing in 
community with others entails more than merely respecting their rights, but rather attending to and 
sharing in particular needs and interests’. The deficit viewpoint and subjugation of difference is 
maintained when equity is defined through an individualising of diversity. These are the 
modernist traditions of the special education knowledge tradition, where the focus is the 
individual student and the professional powers that have developed the grand narrative of progress 
and human development.  
The academic talk of the first story series ‘Parent politics’ highlights, through the mapping of the 
theoretical basis of inclusive schooling and the objectification of this action in the experiences 
retold by Dee, the depth of functionalist representations of school failure. This positioning 
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dominates western twentieth century education (Connell 1994; Skrtic 1991; Skrtic 1995, Slee 
1998b). Functionalism in ascribing a realist and deterministic view of human nature promotes the 
single social reality. In this social reality objective truth exits in an orderly and rational way, and 
social and human problems are pathological. What this has come to mean in the practice of special 
education is the use of prescriptive and individualised teaching approaches, that is the 
individualist gaze, as conceptualised by Fulcher (1989). The ‘gaze’ constructs difficulties with 
learning as being inherent to the child either through the naming and labelling of the pathological 
condition or through class positioning of lower socioeconomic status.  
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Two years on: Dee, September 1998 
In December 1997, just days before his sixth birthday, my son performed in his class play in the 
annual school concert in the town hall in front of about two hundred parents, grandparents and 
other community members. He came out onto the stage, took one look at the audience and froze. 
With some enthusiastic sideline encouragement, he spoke his two lines, ad-libbed a little when he 
saw one of his friends dressed up as a reindeer, and remembered to exit, much to the relief of his 
teacher and parents! His participation in the play had been the subject of some serious thinking 
and discussion and it was always ‘touch and go’ whether he could actually make it onto the stage. 
But the teacher was firm in her resolve that he should be given the opportunity to participate: 
anything less was not inclusion. Days later, our local GP told me that he was standing at the back 
of the hall during the performance. When our son came off the stage into the waiting arms of his 
very proud father, he said that the emotion flowing from the entire audience was palpable. Over 
the next days, we had many positive comments about Sam’s participation and performance; 
perhaps the most common sentiment expressed was that this is what inclusion is all about.  
 
9 The potential of poststructuralist readings of curriculum for 
inclusive schooling
My reading of the educational literature on inclusive schooling indicates there is no single agreed 
meaning of the term ‘inclusive schooling’. Inclusive education as a practice has become embodied 
in the growing ‘school improvement’ industry and the school effectiveness discourses (Slee 
1998b, p.101). The naming and describing of policy documents and materials to support teachers 
in their work, leads educational practitioners to believe that the construct is definable and through 
semantic twists and connections to managerial outcomes will lead to improved practice. The rapid 
adoption of the array of ‘inclusive’ terminology in the recent literature of the past five years 
demonstrates the power of these imperatives.  
Weiner (1994, p. 79) seeking to develop a sustainable role for gendered curriculum and policy, 
and arguing from a poststructuralist position, points to the inherent difficulties in the politics of 
curriculum and policy: ‘Policy documents (like school texts) can be understood as signifying 
discursive practices, messages from which need to be read as ideological and political artefacts, 
produced at specific historical and political contexts. Citing Apple (1986), Weiner continues: 
The language of efficiency, production, standards, cost effectiveness, job skills, work 
discipline and so on – all defined by powerful groups and always threatening to become 
the dominant way we think about schooling – has begun to push aside concerns for a 
democratic curriculum, teacher autonomy, and class, gender and race equality (Weiner 
1994, p. 79).
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Dee:
We finished Sam’s second school year on a high note, in contrast to the previous year. In 
December 1997, we had made plans to move to our lovely old house. Some difficult 
circumstances shaped our decision. We had lived in our suburb since 1978; we had been actively 
involved in our community for a very long time. Deciding to move was a very difficult decision, 
but it proved to be the best decision we’ve made as a family. Living in a small community can be 
very difficult, especially for newcomers, but in lots of ways, Sam has made it easier for us. He 
asks everyone their name, and where they live, and what they do, and who is in their family, and 
what car they drive ... often several times! Most people are tolerant, if bemused, and we have met 
many people and made many friends as a result of his direct approach! 
Our new school has been very supportive. It is only a very small school, and if there have been 
reservations among members of the school community and having children with special needs at 
the school, I am not aware of them. Certainly, he was not the first child with an intellectual 
disability at the school (he was at our last school) although the other child has moved on. Perhaps 
this has made it easier ... there is a different, more relaxed, happier feel to the school, reflected in 
the physical environment: there are well-cared-for flower gardens with birdbaths and even a 
‘secret garden’ – surely a good omen! Early in the year, there was another good omen that we had 
made a wise choice in the selection of our new school: Sam was still requiring some assistance 
with his toiletting – it is a rare school principal, I think, who will wipe a prep’s bottom. 
Weiner’s examination of curriculum (1994, p.66) offers a differing theoretical position from 
which curriculum and policy can be viewed. Her conceptualisation is helpful in understanding 
inclusive schooling as multiply constituted texts, rather than a unified idea of single meaning. The 
ongoing deconstruction of the dominant special education position pervades the thesis. As 
Stronach and MacLure (1997, p.32) note, ‘any deconstruction it might be argued ought to be a 
central concern of educational research and theory’. In this thesis, poststructuraliam along with 
feminist theory is the way in which spaces are created for (re)thinking inclusive schooling. My 
position in this thesis is being argued from a display of multiple storied texts. The disparate texts 
that make up the thesis text have many meanings. The argument draws from these multiple 
meanings, and emphasises, not the systemisation of language and meanings, but ‘turning toward 
textual innovation that disrupt humanist notions of agency, will and liberation’ Lather 1996, p. 
539).
Dee:
On a more serious note, the principal and the school have demonstrated commitment to inclusion 
in other ways. Because there were funding difficulties last year, when Sam was not included on 
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the Category A Register, the school (with some district assistance) funded his aide time. The 
school was not obliged to do this. I believe that the fact that the school did so demonstrates real 
commitment to the inclusion policy. It is something for which I will be forever grateful. Perhaps 
because of this obvious, and I believe genuine, commitment to inclusion, the whole inclusion 
process seems more relaxed. The way the policy is regarded and implemented within the school 
makes a huge difference: if it is part of the school ethos, then it seems to work well; if there are 
deep-seated reservations, and the policy is seen as being imposed rather than as a natural 
expression of the school’s philosophy, then I think problems are inevitable. I think this is 
compounded when the reservations are not expressed, perhaps because they would be seen to be 
against departmental policy or not ‘politically correct’. 
 
Deconstructing the curriculum of the special needs field is an area to which increasing attention is 
being given to (Udvari-Solner & Thousand 1996). These efforts, are however, far from complete. 
Despite the ‘increasing attention paid to inclusive education nationally and in the professional 
literature, there are no data based studies and few reports of whole school districts and systems 
that have considered, or actually implemented, restructuring for inclusive education’ (York & 
Tunidor 1995, p.32). Brantlinger (1997, p.432), Skrtic (1995, p.638) and Rhodes (1995, p.458) 
present deconstructions of the inclusion debate as a way of challenging the legitimacy of the 
assumptions, theories and metatheories that underscore special education knowledge practices and 
discourses. What is evident within the Australian context, as Slee has frequently indicated, is that 
attempts to engage with the development of inclusive practice have been largely unsuccessful and 
continue to marginalise the voice of those with disabilities and the understanding of diversity 
more generally. Following in the text is more of Dee’s narrative with minimal interruption from 
the booming academic voice. Her narrative retells and gives meaning to her experiences as a 
parent who weaves the politics of schools, disability and change precipitated by the ISDP. 
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Dee:
In 1997, Sam was not included on the category A register. I still maintain that this was a mistake: 
from what I can find out, the results of his cognitive testing were misinterpreted by the Intellectual 
Disabilities Moderation Committee, a committee of four which decides whether or not a child is 
eligible for admission to the Category A Register. I think that a single test on which he performed 
well was isolated, and his overall score was not considered. This is what I think happened. It is 
very difficult to find out; I was simply told that he was ‘borderline’, that he was not eligible, and 
that his case would be reviewed in May. As I am sure you know, there needs to be an interval 
before cognitive tests can be repeated. It was decided to try him on another type of test for the 
May review, because he would have turned six, the minimum age for this test. He consistently 
scored zero on the test, and the guidance officer decided it was inappropriate. She was extremely 
conscientious. The other test was repeated, and he scored exactly the same as before (IQ 48) and 
was considered eligible for the Register. Is it any wonder parents become frustrated at the 
inconsistencies and illogicalities of the admission process? This was just for admission to the 
register: the next battle is for the number of ‘aide hours’. As I am sure you know, being on the 
register is not a guarantee of being allocated aide time. A child can be on the Category A Register 
and receive no centrally-funded aide time, but cannot receive centrally-funded aide time unless he 
or she is on the Register. As with any child in a new school, there is a period of familiarisation, 
both for the child and the school. To begin with, Sam wore a yellow coloured hat to school: not by 
design but because it was the only one he had. But it enabled the staff to immediately identify 
where he was in the playground; there was some concern about his safety in a new environment, 
and childproof locks had been placed on the school gates. By the end of the year he was wearing 
the same coloured hat as the rest of the students. 
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 Dee: 
We had all learned to relax a little about him. An important part of this familiarisation process was 
the effective use of a communication book, which was used for all the ‘preps.’ We no longer need 
to use this. As with all the ‘prep’ children, Sam had a shortened school day, finishing about an 
hour earlier than the rest of the school. For the majority of the ‘preps’, this was only for the first 
part of the year, For Sam it was much longer: the school could only afford to employ the aide until 
2.00 pm and so he finished then. Although I could rationalise the decision, and understood the 
reason, in my heart I found it really difficult: I was often close to tears when I picked him up. For 
the first part of the year I was part of the group of the ‘prep’ parents who congregated outside the 
classroom; as a parent new to the school, I found this was an invaluable way of meeting people, 
finding out what was going on, and, I guess, feeling that I was part of the school community. 
Being the only parent to arrive at 2 pm was difficult. Another ‘small’ difficulty was not being able 
to help in any other son’s class as class parent help; he was in an adjoining classroom and it was 
too disruptive to the prep class. This is not a problem this year. The early pick-up time highlighted 
to me that it is the small things that make a difference to feeling ‘included’. I guess inclusion is 
not just about children with special needs but it is also about including their parents and families 
as well (and making them feel included, which is slightly different). I did not feel that I could 
complain about the shortened hours: I felt extremely grateful to the school because the bulk of 
funding for the aide time came from school funds rather than district funds. After my previous 
year at the old school, I was also acutely conscious of not wanting to be seen as ‘rocking the 
boat’. I also came to realise over those first months that Sam’s teacher has almost an instinctive 
understanding of what ‘inclusion’ means, and I came to trust her judgment. I have also learned not 
to rush things, and to be more selective of which battles I want to fight and have the energy to 
fight! So much of being involved in the inclusion process is finding the right balance. Before I 
started at the new school, I made a conscious decision to have minimal involvement at the school 
for at least the first twelve months. From being Chairperson of the School Council at our old 
school, and being a member of numerous committees (including at a district and state level), I 
have pruned my activities to such an extent that I do not even attend P&F meetings. I confine my 
involvement to special needs committees at a district and state level. I have learnt the hard way 
that being actively involved in the school community can sometimes be counterproductive. 
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 Dee: 
Overall, the inclusion process has been smooth. We could not have chosen a better school for Sam 
or his brothers. Any problems are dealt with immediately, and are not allowed to fester. I can be 
involved as much as I choose in such things as drawing up IEPs. You ask in what ways has my 
experience with the Inclusion Policy has had an impact upon my work, learning and personal 
well-being? It is difficult to tell how much of what of I do and feel is the result of being involved 
in the inclusion process, or is simply the result of having a child with special needs. Obviously 
there is some overlap: if we did not have a child with special needs then my interest in the 
Inclusion Policy would possibly be little more than academic. On the other hand, it is difficult to 
think about the Inclusion Policy objectively without relating it to my child. But determining how 
much the Inclusion Policy has had an impact upon my work, learning; or personal well being is 
difficult to distinguish from the impact of having a child with special needs. Certainly, two years 
ago, it was the implementation and processes of the Inclusion Policy that caused me a lot of 
heartache and anguish, and from time to time it still does. Fighting to have Sam admitted to the 
Category A Register last year, and again this year, was one of these times. Last year, the 
submission to have him admitted was rejected, but after some intense discussion and I suspect 
some behind the scenes lobbying he was admitted temporarily until May this year, when his 
position was reviewed. Within any bureaucracy there are personality differences, infighting and 
political groupings. I sometimes wonder about the impact of the behind scenes negotiations on the 
success or otherwise of our included children. Even before Sam was born, I chose to work from 
home. To a large extent, my involvement with the Inclusion Process has not really had an impact 
upon my work. There are times when I have had to attend meetings, in hours when I would 
normally work (and, as I am paid by the hour for work done, this has meant a loss of income). 
There are also peripheral activities such as writing papers or talking to people, which I can 
realistically only do during my working hours (that is, during school time, and this also entails a 
loss of income. When I sit on committees, I am not paid, but someone has to do it, and I hope I 
can make a difference so I continue to do so. I also try to juggle part-time university study, and 
manage (just). It will take me a lot longer to achieve what I want, but I recognise and accept that. 
In practical terms, I am often tired and emotionally exhausted, and at these times it can be difficult 
to muster the discipline that being self-employed and working from home, or studying part-time, 
requires. 
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 Dee: 
But neither tiredness nor emotional exhaustion are entirely the product of the inclusion process, or 
even being the parent of a special needs child; I think they are something that all parents 
experience at different times. And what of my personal well-being? Early in life, I developed the 
habit of eating, especially chocolate. When tired, stressed or depressed and I drink enormous 
amounts of coffee (more than twenty cups a day). I am overweight and don’t exercise enough. I 
have tried to overcome the problem ... but Sam is constant and stress is almost a normal part of my 
life! I hate being overweight, and get depressed by it – and so eat more (especially chocolate!), 
and drink more coffee!! I escape into my research, and this alleviates the stress some of the time. I 
try to hang onto my sense of humour as best I can. But, just when things seem to be on an even 
keel, something inevitably happens. It need not necessarily be anything major and usually isn’t 
and then it all tumbles down around me! For example, yesterday, I was doing Sam’s hair before 
school: ‘You’re brain-damaged’, he said. I asked him to repeat what he said because I couldn’t 
quite believe I’d heard him properly ... ‘You’re brain-damaged’, he repeated. It is not a term we 
use at home, especially in that way, and I asked him who said that ... it turned out that a little girl 
in his class had told him that he was brain-damaged. Now he has no idea what the term means but 
he is quite happy to repeat it, with a big grin on his face. I was devastated: his teacher is on long-
service leave, the aide was not there. The principal was away, I couldn’t contact my husband ... It 
was the first time something like this had happened at this school and it was completely out of the 
blue. I spent a lot of time agonising over what to do, while at the same time wondering whether I 
was overreacting ... I forever seem to be analysing, rationalising, agonising. 
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 Dee: 
When I seem to be coping, I wonder whether it is because I am really coping or whether I am only 
pretending to cope, when I am in fact, being ostrich-like, with my head buried in the sand ... I am 
never really convinced that everything is OK, and I seem to wait for the next crisis to occur. 
Sometimes, I think I keep busy, on the move, just so that I don’t have to stop thinking about what 
is around me. So I continue to ride that clinched emotional roller coaster, particularly at times 
when Category A eligibility reviews are due. I feel that we have had a hard and unfair battle to get 
Sam acknowledged as eligible for the Category A register: it is particularly difficult to be knocked 
back when the application has the unequivocal support of the school and support staff, and you 
are convinced that the committee has made a mistake. The particular battle has been fought and 
won; the ins and outs probably no longer matter but it still rankles – it should never have been 
necessary in the first place. I know there is little to be gained by dwelling on it, but so many of my 
feelings about my involvement in the inclusion process constitute residual and cumulative 
frustration and emotion. I feel for teachers who have to work with parents of special needs 
children; we can be a prickly breed, and it is a special teacher who can negotiate the tortuous path 
to what we are thinking and feeling. We are extremely privileged to have a teacher for our child 
who is compassionate and empathetic but who is also down-to-earth, practical, flexible and 
sensible and never looses sight of her priorities. Above all she is always professional in her 
approach. Her aide is similarly gifted. Perhaps the most common element in our relationship is 
that I trust both of them to ‘do the right thing’ by my son. We hand our children over in good 
faith, and when the trust is breached the wounds are deep and hard to heal. I try not to think too 
far down the track ... the thought of high school and beyond is just too difficult. I can’t imagine a 
place for Sam at high school where he will be happy and loved as he is at his local primary school. 
Everyone knows him, speaks to him, looks out for him. I can’t imagine him bussing to school. It 
is hard enough for my oldest two. Home-schooling looks like a viable option. 
Finding a balance between being protective and allowing him to develop independence will 
probably be my greatest challenge over the next few years. There are so many paths to negotiate, 
for both the parent and the teacher: within the classroom, the school, the district office, and the 
department. I some times wonder whether inclusion works best if a teacher is simply allowed to 
get on with the job, provided that they receive adequate support. Token support, I suspect, is 
worse than no support; it is distracting and timewasting. There are times when Sam thought every 
visitor to the classroom was there to see him. Our case is now referred to as ‘a shining example of 
inclusion’ – but I think it is a fragile and vulnerable success, and I am ever vigilant: its success 
depends on the interplay of so many variables, and centres on a child who is constantly learning, 
growing and developing in an environment that is also constantly changing. We need to 
acknowledge that some of the successes for inclusion may come from the child. 
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10 Tying up the first story
In coming to the close of the first story in the narrative collection of the thesis text, I want to 
suggest that the literature and through my interpretations of the voice of Dee, inclusive schooling 
is staged as a rendition of special education practice. ‘It would not be an over statement to suggest 
that special education has reinvented itself to stake its claim in the so-called era of inclusion’ (Slee 
1998a, p.126). Within school systems the work of ‘inclusion’ is defined by the policy-makers and 
in the Tasmanian context orchestrated by support of special education teachers. The particular role 
that classroom teachers and support teachers have taken in this process of developing inclusive 
structures is reported in the next story series of the thesis text, ‘The Teacher Tales’. Discursively 
positioned to the professionalisation of disability politics and educational psychology through the 
special education knowledge tradition, the inclusive schooling discourse draws upon a history that 
worships the ‘fetish of scientific objectivity’ (Haraway 1991, p.23). In searching for the breaches 
within equity, Weiner (1994, p. 83) suggests:  
…any solutions to inequality are likely to be complex. Post-structuralism suggests that 
the key to political action is the ‘critical’ knowledges that people acquire about power. 
It is crucial, therefore that feminist educators both maintain their critique of existing 
school practices and offer new challenges to meet the ever changing circumstances of 
educational practice.
 
I have attempted to introduce in the review of the literature, and the data produced from the first 
narrative collection of the story series inclusive schooling as a multiple, fluid and contradictory 
discourse. Conceiving the data within a theoretical framework that positions truth and theory as 
human construction (Stone 1994, p.53), Dee’s story, the first narrative from an informant, presents 
a story of a life that is produced within the many centres of her identity. By contrasting her 
multiply constituted positioning with the literature of the field, I have (perhaps rather 
ambitiously), tried to situate the Australian experience of inclusive schooling within the context of 
curriculum theory and practice and the historical moments and cultural and social traditions of the 
special education knowledge tradition. 
Threaded to the academic literature in the story ‘Parent politics’ are the experiences of a female 
informant. The lived moments of Dee’s concrete social relations inform, constrain and implicate 
the theoretical and practical reasoning of inclusive schooling. ‘As we write about lives, we bring 
the world of others into our texts’ (Denzin 1989,p. 82). The theorising of my argument in the 
thesis text is linked to a feminist science. Donna Haraway (1991, p.42), reminds us: 
We must, however be acutely aware of the dangers of using old rules to tell new tales. 
This is compatible with a larger refusal to pretend that science is either only discovery, 
which erects a fetish of objectivity, or only invention, which rests on crass idealism. 
We both create nature and ourselves. 
Although little explored in the literature of inclusive schooling, a feminist science is relevant to 
the construct of inclusivity. Feminist poststructural theory has already contributed significantly to 
educational reform in Australian schools (Blackmore et al. 1996; Davies 1993; Kenway 1995; 
Yates 1993). This positioning is an absence in the Australian and American literature of the 
special education knowledge tradition. In the British literature, the work of Corbett (1993, 1996), 
brings a postmodernist analysis to deconstuct the language of the special needs discourse. In my 
inquiry, the ‘linguistic turn “to reveal” more of how particular discourses produce truth effects’, 
rather than ‘what is true’ (Lather 1991, p.31) and the author function (Foucault 1977), become a 
resource for problematising the construction of inclusive schooling. Dee’s final words are left to 
Inclusive Schooling: Contexts, Texts and Politics 85
rest ‘within/against’ (Lather 1991a) the traditions of the field. In the final essay of the thesis text I 
write to her issue of reconstruction. Her voice is followed by the second image based intertext, 
Educational Facilities in Tasmania for Children with Special Needs 1973-1990.
 
 
 
 Dee:
I look forward to the day when we don’t have to talk about inclusion – when every child is given 
an opportunity commensurate with his or her needs, without being labelled. While we continue to 
use the word inclusion or even full inclusion, it is not inclusion. 
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Pretext to reading the teacher tales 
 
In the following section of the story series, two Tasmanian teachers jointly tell a two-part 
narrative of their work over three years. As two of the five key informants in this study, Deb and 
Jo reflect on issues arising from their professional context, the world of teachers and schools. In 
1996 Deb and Jo worked on a District support team.  1998 found them in teaching positions; Jo is 
with a district support team, Deb is teaching an early childhood class in a primary school. The 
collaborative narrative of Deb, Jo and the researchers presence through the insertion of the 
academic voice and participation in the interview offers a way to hear the personal experience and 
superimpose that of the reader or viewer in the struggle for meaning and understandings. 
Narrative helps us to connect and recall our past and present experiences as an active part of our 
theorising as educators and researchers. 
Narrative prompts us to recall, rethink, reconnect personal and professional events in a 
holistic, synthetical ways rather than in compartmentalised and linear ways. Narrative 
gives us the particulars of the situation and at the same time prompts us to remember 
similar stories of our own (Olson 1997).  
The second part of the literary narrative from each of the key informants evolves from a semi-
structured interview I conducted in 1998. In the interviews I ask four questions: 
1. What has been your experience of the Inclusion of students with disabilities policy? 
2. What ways has this impacted on your work, learning and personal well being? 
3. What is the policy contributing to schooling? 
4. Is there any thing else you would like to add about inclusive schooling or the impact of the 
Inclusion of students with disabilities policy? 
The questions, given to each informant ahead of the interview, formed a conversation. The 
interviews were recorded on audiocassette, with the interviewees permission accordingly to the 
schedule outlined in the ethics requirements of the academy and the Department of Education.  
After the interviews, the transcribed interview texts were forwarded to the key informants for 
verification. The transcripts appear in the thesis text with only minor editorial changes. The 
reduction of transcripts were negotiated with the informants. As each of the stories were drafted 
and redrafted, copies of the evolving narratives were returned to the informants for member 
checking. The informants also validated their final stories.   
The first part of Deb and Jo’s narrative is crafted from a major paper presented for an award 
bearing university course. Working initially from their paper, I negotiated with Deb and Jo to 
weave into the story series seven pages from the original 50-page document. The opening of ‘The 
Teacher Tale’s story focuses on their experiences – an opportunity to tell their stories as support 
teachers.  The time is some eighteen months after the release of the ISDP. The second part of the 
tale was produced in the Spring of 1998. Entered as narrative in the thesis text is the transcript of 
the interview, our conversation. In this narrative, we are more closely connected. With the support 
and co-operation of Deb and Jo, I have put together the pieces that set about  creating the 
individual(s) and furnish the culture of teaching from the told and untold stories. Produced 
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through the use of two independent journals, which were then collaboratively worked into one 
piece, the storyied text is sometimes not perfectly smooth or seamless.  
The presentation of the tale told by the teachers becomes subject to juxtaposition of the literature 
of teacher development practices  (the practices of the university and professional development 
consultants), that uphold the traditions of special needs workers as support teacher; the narrative 
account of the shift in my thesis through my teaching of teaching, and my recollections that are 
prompted by the weaving of the thesis text. The parallel storying is an active process of 
epistemological inquiry aiming to  foreground social meanings, the kind of interpretations that are 
less commonly used in the special education knowledge tradition. The parallel narratives different 
from each other yet share a common purpose. The first and more self evident commonality is the 
public restorying of our practices as teachers, the second is the way that narrative offers readers 
opportunities to diffract experience and to relate narrative experiences. This is a deliberate textual 
effect to ‘enter into conversations with you, readers other than my selves, so that you may feel the 
fragmentation of my selves rather than be told about it’ (Dalley 1992, p.203). 
Most of the original  24 page transcript from Deb anb Jo’s interview is included in the text. I have 
omitted redundant opening comments and repetitions of ideas. The methodological probing of the 
contradictory ‘“fault line”’ (Dorothy Smith quoted in Harding 1987, p.8) of womens’ experiences 
of inclusive schooling is an emergent strand in this narrative. Absorbing the work of 
contemporary feminist theory and practice, I acknowledge that the personal is political, and an 
important consideration in my work is to understand the position of individual women in society 
and the ways in which we are both governed by and resist specific forms of power.  
All the women in this text are part of political struggles within their locations, By probing at what 
counts as knowledge, I try to make sense of the social power circulating in inclusive schooling, 
where the construction of knowledge is discursively linked to the special education knowledge 
tradition. The interview became an occasion for more storytelling. The self-story is made up as it 
is told. It does not exist as a story independent of it’s telling; although after it has been told, it can 
take on the status of a story that can be retold (Denzin 1989, p.43).  
Narrative frees us to trace and create a way for the (re)learning our professional practice. Weedon 
(1987, p.79) reminds us that ‘(t)he meaning of experience is perhaps the most crucial site of 
political struggle over meaning since it involves personal, psychic and emotional investment on 
the part of the individual’. In the second part of the story, the strip text gives way to the extended 
dialogue between Deb, Jo and myself. The multi-voiced text reveals ways that research can 
become subject ‘to a number of tensions which have methodological, political and 
epistemological consequences’ (Stronach & MacLure 1997, p.101). A deliberate pastiche of 
textual styles is used in ‘The Teacher Tales’. The conclusion is left open to join with the final 
story told by the policy-maker. Before the policy-maker speaks, an image intertext of students 
with disabilities from the local context is included. The found images were collected from 
photojournalism sources during 1998.  
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Story series: The teacher tales 
 
 
 
 Teacher tales, September 199617
We are support teachers attached to District support services and work as a part of a multi-
disciplined team to support students with high support needs. Our work with parents, students, 
teachers and principals has revealed may instances of uncertainty about the nature and benefits of 
including students with disabilities in the mainstream. We refer to the inclusion of students who 
have a physical or intellectual disability, a specific learning disability or a behavioural disorder.
The collaborative nature of our work has allowed us to engage in dialogue and raise the level of 
debate around issues of inclusion. We have shared equally the tasks of reading published research, 
recording issues in a daily journal, analysing data and developing an action plan. Our journals 
reflect some positive experiences about students with disabilities and instances of inclusive 
practice, however many comments and attitudes were negative. 
 
 
In 1995, following the release of the ISDP, the DECCD identified the need to provide a 
professional development program for resource/support teachers. After some months of 
collaborative planning between the University, two District support managers, and the State 
support service manager, and following the distribution of a short questionnaire to support 
teachers, work began on redesigning an existing 30-hour Graduate Certificate Unit, EBA 720 
Resource Teachers Skills. The unit became an approved professional development activity for 25 
support teachers, who were involved in the implementation of the ISDP. The unit was taught over 
five days throughout the 1996 school year. Deb and Jo were two of the 25 teachers to attend this 
course, I was the lecturer. My teaching and the evaluation of the unit has entered this research as 
data. 
                                                 
17 The strips of subtext run as the weft in weaving the story series. Gradually filling the loom, the cloth is 
having more added to it. The textual modelling represents research in education to be changing. Multi-voiced 
texts contribute to the challenge to positivism and ‘the growing acknowledgment of social enquiry as value 
laden’ (Lather 1992, p.91).
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Teachers’ journal notes 
Voices from teachers
‘I can’t see how it will work.’ 
‘He’s not really coping well, he only copes when he is doing routine things that he might have 
done in primary school. There are no high school modified curriculum units that he can do 
independently anyway.’ 
‘It is hard to know what to do with them when there are so many kids to worry about as well.’ 
‘I haven’t got a lot of infant material,’ said a teacher about planning for a grade six student 
working at infant level. 
‘Tim is still isolated socially and academically.’ 
‘They were dumped on us without experience or training.’ 
‘Inclusion kids.’ 
‘I almost didn’t come to work today.’ (Stressed teacher) 
‘Our conditions are already worsening with inclusion kids but I’d rather keep the same pay than 
have more conditions imposed.’  
A special education teacher said, ‘When the unit closed and the kids went back into regular 
classes, there was no consultation, thank you or anything. It all happened too fast.’ 
 
 
The narrative provided by the teachers’ voices became an ongoing source of reflections, memories 
and images, as I struggled to construct the ‘social meaning’ of this work (Dalley 1992 p. 202). 
These statements, textually entered into the boxes above, were made by Tasmanian teachers 
during 1996 about the education of students with/without  disabilities. Jo and Deb recorded these 
comments in their journals as they went about their work as support teachers in 1996. These 
‘responses’ (St Pierre 1998) and the narrative that leads this story series are an example of the 
teacher investigations that were returned to me as teacher action research studies, part of EBA 720 
Resource Teacher Skills. These responses have compelled and shifted me in subtle and significant 
ways as I was struggling to assemble the framework for this research. I eventually came to accept 
these stories of teacher practice had a role as data (Gough 1998b; Lather 1991a; MacGillilvary 
1997). Influential in this process was the narrative presented by Deb and Jo. My research 
questions moved from the professional preparation of support teachers to a wider 
conceptualisation of inclusive schooling. Through collaborative journal writing, Deb and Jo 
represent and interpret data that describe the negotiation of inclusive schooling eighteen months 
after the release of the ISDP. The voices running at the top of these pages are familiar to me. Deb 
and Jo bring these dilemmas to the fore.  
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Teachers’ journal notes
More voices, students, principals, GOs, lecturers
A colleague says he never hears positive comments by teachers. ‘They agree with the principal of 
inclusion but not the lack of resources.’ 
‘I can’t do grade seven work.’ (Said by a student with high needs about the prospect of grade 
seven). ‘I’m not looking forward to high school. My brother won’t be there to help me.’ 
A parent commented: ‘We had no choice. We were told he had to go into a regular class.’  
A principal said: ‘In the mainstream schools, these kids don’t get enough intensive work.’ 
In reference to inclusion, a Guidance Officer (GO) stated: ‘It’s the biggest disaster.’ 
Another principal commented that ‘Inclusion is good in theory’. 
A lecturer in special education, expresses a variety of negative comments in relation to inclusion. 
This lecturer strongly believes that realistically inclusion will not work.
 
2 The dilemmas of schooling 
In their seminal work on dilemmas in British classrooms, Berlak and Berlak (1981) remind us of 
the conflicting values and long term problems of schooling. Arguing that there is no one best 
approach to resolving dilemmas, they take us as teachers through the sets of ‘control, curriculum 
and societal’, as a way to re-examine teaching practice and thinking. Threads of these dilemmas 
recur in the voices above and are voiced in the discourses that evolve from this inquiry. The 
‘noises’ (Johnson quoted in Gough 1998b27) are further elaborated and refined in part four of this 
text. In my previous work in the state education system from 1985 to 1991 as a resource teacher 
and special school principal, I was involved with teachers who were supporting students with 
blind and vision impairment and students who were removed from their local school due to 
difficult behaviour and low literacy levels. Our school accepted students for short term 
placements. When the time came to return these children to their neighbourhood school, 
sometimes these primary school age students were not welcome back. Their previous school could 
refuse their return. The voices resonating through the journal records affirm the continuity of
these persistent dilemmas of schooling. In the early 1990’s, to manage this dilemma we would 
approach a school, as close as possible to the student’s home, cap in hand. Usually, but not 
always, the Principal accepted the child into their school community and provided the child with 
their right to education. This action was prior to the implementation of the ISDP and the Disability 
Discrimination Act 1992  (Cwlth). 
                                                 
27 See my earlier reference to Gough’s interpretation (1998b, p.119) of Johnson’s use of ‘noise', in the 
‘opening’ of the thesis text p. 24.
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Teachers’ journal notes
Teacher and teacher’s aide: ‘Its going ok’
Eve: Our life skills program is so successful because each member of our team is positive, keen 
and believes that inclusion can work.  
Eve, in her comments, stated that this did not mean that there were not times that she felt negative 
and stressed. ‘But my aide was positive and we worked as team. This made all the difference.’ 
Jay’s transition into kindergarten ‘exceeded my expectations as well as Jan’s (teacher aide). Jan 
feels that Jay’s inclusion has been very successful and she has ‘reached and continues to reach 
goals set in her educational plan’.  
Jay’s mother, Sue, had many concerns prior to Jay coming to school. Her fears included that her 
daughter would be resented by the teacher and excluded by other students. She is now very happy 
with the progress Jay is making. Jay’s mother had given the process one month before she thought 
it would fail. She was encouraged to send Jay to a regular school setting and did so reluctantly and 
with some doubt about whether it would be successful. Now after five to six months, she is 
amazed at Jay’s progress and has commented that many school routines have transferred to the 
home. Sue said she would have never considered mainstream prep, but now Jay will have the 
opportunity to continue attending a regular class.  
3 Access and choice 
The legislative and policy processes such as the DDA (1992 Cwth) have created a framework of 
rights focused access to schooling. The enactment of legislation however, does not guarantee that 
a student with a disability will have automatic access to their local school. The case of ‘L’ in 
Queensland (Butler 1995 in Slee 1996a, p.20), where ultimately the student was denied access to 
her school through court action, demonstrates that access to mainstream schooling remains a 
negotiated settlement rather than a guaranteed outcome. In Tasmania, since the implementation of 
the ISDP, greater numbers of students with disabilities have entered the regular school system. 
Jo’s and Deb’s journal entries express that school choice and access is still a persistent dilemma 
for some parents. While Tasmanian parents have had this freedom of choice under policy 
arrangements since the 1983 Review of special education (ROSE), few parents have exercised this 
right, instead using the segregated services of the special school system. Parents like Dee, the key 
informant in the first story series, express their valuing of choice for students and families.  
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Teachers’ journal notes
Reflections on our work
As we went about our work, it became evident upon reflection that several themes were recurring 
throughout. Issues relating to resources and support were predominant. Other themes include 
planning for future needs, teacher training, curriculum, teaching strategies, attitudes, collaboration 
and the introduction of inclusion.  
Resources and support
It is a popular view that the inclusion of students with high needs is currently not supported by 
adequate financial, material and human resources. An example of this view is illustrated by the 
comment made by a teacher of a student with Down Syndrome:  
 ‘Everything we have, we have to make and it is very time consuming, especially at the start of 
the year. The games and activities have to be so specific. Lack of material resources are a 
source of continuing frustration.’  
This is reiterated by teacher who teaches another child with special needs: 
 ‘Realistically what difference is one hour of aide time per week going to make for these types 
of kids? I think of giving funding to these special needs kids, they should fund high flyers. 
Can you imagine how most of them would take off. Rob needs one-to-one attention otherwise 
he will stare into space and do nothing ... I have to be constantly on his back to concentrate 
on the task at hand. I haven’t got the time he needs. More aide time would help my stress 
level enormously.’ 
 
 
During the past ten years in Tasmanian schools, a gradual decline is evident in the enrolment of 
students with disabilities in separate special settings. The first groups of students to move from the 
separate education facilities were students with low incidence sensory disabilities (blind, vision 
impaired, deaf and hearing impaired children). Since the implementation of the ISDP, other 
students with disabilities have entered the regular school. These changes have resulted in an 
expansion in the number of support teachers who are directly working with classroom teachers, 
students and their families in the development of educational programs. The additional teachers 
supporting students with disabilities and those with additional learning needs are located in either 
the state or district support services. These two structures serve different functions. The statewide 
support service is responsible for students with low incidence disabilities, including the blind and 
vision impaired, deaf and hearing impaired, young children from birth to school entry with 
disabilities and developmental delay, and students with autism. This service is responsible for the 
maintenance of the register for students with disabilities, known as the ‘category A’ register.
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Teachers’ journal notes 
Our observation has been that not all schools are budgeting for special materials, e.g. COMPIC (a 
symbolic communication system), concept keyboards, touch sensitive computer equipment, 
physiotherapy balls and medical equipment. 
Group funding was questioned as a means of economising aide time:  
 ‘It is a catch 22 situation, you either have less aide time or more funded students … I prefer 
group funding because it allows for more creativity with aide time and students don’t stand 
out.’ 
We are aware that a lack of understanding of inclusive practice might contribute to comments 
like: 
 ‘It is hard when dependent students who require high levels of support in mainstream classes 
are not adequately resourced and teachers have mainstream programs to run.’ 
Clearly the intent in this comment is the belief that mainstream programming does not suit the 
child with special needs. 
The success of Jay’s inclusion in the mainstream is attributed to: high level of support from early 
education staff, the strong support network, including visiting consultants, willing aide and 
supportive parents. Jay is supported 100% of her school time and goals have now been set to 
minimise her dependence on this aide.  
4 District support services 
District support services are another structure provided by the DETCCD to deliver education 
services to students with disabilities. These services are administered by line management to a 
District superintendent. These support services assist teachers in regular schools to cater for 
students with disabilities and other students who are being excluded from schooling in one way or 
another. Support services also provide, through itinerant services, the assistance of guidance 
officers, speech pathologists and access to other government services such as physiotherapy, 
occupational therapy, and services for students who are not living in the family home. 
In Tasmania, the career paths of the designated ‘support teachers’ who work in District support 
services are very diverse. The teachers currently working in this role include teachers who 
previously have been part of traditional special education services, either as a teacher in a separate 
special school or as a special educator within a regular school setting; and teachers who 
previously have not intersected with the special education field. In recent years, some outstanding 
and effective classroom practitioners, have been recruited to support teacher roles. These teachers 
are without experience in the traditional special education role. 
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Teachers’ journal notes 
A guidance offer suggested that: 
 ‘Inclusion would be successful if we had enormous amounts of money to support it and 
minimise teachers’ stress. Regular schools cannot offer intensive life skills programs with the 
current level of resourcing.’ 
The teacher of a highly funded student was talking about her eventual transition into high school 
and said: 
 ‘I can’t see how it will work … some teachers think that it is not going to happen, but it is 
isn’t it. A teacher shared the comment that many parents in the mainstream of younger 
students in category A don’t see inclusion in the mainstream as being long term.’ 
Initially, Andy, a classroom teacher, expected Jon to be working toward equal outcomes. 
However, after working collaboratively on educational plans – identifying focus areas, current 
performance and realistic outcomes, the discussion around these IEP (Individual Educational 
Plan) documents have contributed to Andy’s understanding of Jon’s development, appropriate 
expectations and realistic achievable outcomes. Transition from the primary school to grade seven 
was highlighted by both Andy and Jon in the following comment: 
Jon: I don’t think I will mange in grade seven, I think I will stay here.
Andy: Who knows what level of support will be needed when he is in high school? 
 
5 First day 
The development and offering in 1996 of the revised EBA 720 unit was one of the DECCD 
initiatives to make professional development available to teachers who were working in support 
roles. On 14 March 1996, the teaching of the revised EBA 720 unit began. Now threaded with the 
narrative of others, here begins my inquiry and reflection as a teacher/researcher in the evaluation 
of my professional practice. The weaving together of multiple roles of teacher/researcher, story 
teller and interactions with key informants, provide possibilites for further ‘developing, testing, 
and renewing methods, concepts and criteria for improving the practice of curriculum inquiry’ 
(Gough 1998b p.120). Curriculum inquiry in this research includes the methodological 
(dis)position of the researcher as well as the epistemological basis of inclusive schooling practice. 
The first day with any new group of students I find hard. Returning to study after a long absence 
is a traumatic experience for many teachers. As the commitment to join a course turns into a 
reality – assignments, dates, the additional work whilst being mothers, fathers, partners, 
contributors to our communities, tensions can arise, usually over the assignments! 
Inclusive Schooling: Contexts, Texts and Politics 106
Teachers’ journal notes 
Professional preparation: teacher training
Our journals reflect a widely held view by teachers, aides and principals that they were 
inadequately prepared to cater for the high level of need that some students presented. In one case, 
a principal commented that he was having difficulty finding a teacher willing to teach Justin or 
David. ‘The staff feel inadequate because of the lack of special education training.’ We believe 
that understanding can come from experience; for example, some beliefs and learning about 
inclusive practice have developed for Derek, a teacher who was previously focusing on equality 
of outcomes and is now recognising that equality of opportunity is a central theme in inclusive 
practice. Our observations of Derek revealed little training and knowledge of curriculum planning. 
The class reads from the same novel and Lee is required to complete as much of the same work as 
he can with assistance.
 
 
Deb and Jo discussed with me openly their concerns over the required assignments. Deb’s 
evaluation after day one said: ‘I am finding this job to be extremely busy and I am concerned 
about the time that will have to be put into the paper.’ In the course guide I wrote: ‘You may wish 
to work as a team across the course and submit a group assignment.’ This introduced for course 
members the option of collaborative work. Deb and Jo were the only two students in the group of 
25 to work in this way. They wrote in their introduction:  
‘We chose to undertake a collaborative assignment to investigate the current status of 
inclusion across two clusters of schools (14 schools in all). By researching the change 
process and inclusion, we hope to draw links between concerns and attitudes, problems 
and successes associated with inclusion in our school clusters.’  
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Teachers’ journal notes
Curriculum
We have found that primary school teachers find it easier to teach using multi-level curriculum 
rather than high school teachers. High school teachers tend not to vary teaching to meet students’ 
needs. There are may strategies that can be adapted for remedial work etc, however our 
observation is that many teachers are unaware of the strategies or, lack the time and support to 
develop multi level programs and implement them. Many comments were made about the 
provision of professional development for teacher aides and auxiliary staff. I (Jo) spoke with an 
aide who works with Janita fulltime.  
 ‘I didn’t have any professional development until after the year began.’
We did come across an example of effective class preparation and support.  
 ‘I prepared the class before Rod arrived. We discussed his needs and why he would need 
extra assistance. The whole class has learned some basic sign language to communicate with 
him. As a result of student preparation, they were very accepting of Rod as part of the class.’ 
When asked what would have made the inclusion of Rod easier, his teacher replied ‘meeting last 
year’s teacher more often’. 
A guidance officer expressed this point of view: 
 ‘Inclusive practice requires teachers to reflect on their practice and curriculum and modify it 
so that it is inclusive ... the nature of professional development does usually not promote 
change in practice because they are often one-off sessions with no follow through and 
support.’
 
6 Teachers as researchers 
Within my institutional context, research is for the most part driven by individuals in pursuit of 
large competitively funded grants. Classroom research tends not to be valued. The absence of this 
form of research has been a source of motivation as I sought to trouble some of the existing 
beliefs about what constituted education and special education research. The power of the special 
education knowledge tradition, as I have outlined in the literature review, has been uncontested 
until very recent years. Evident in the voices running above is an aquiesence to the ‘laboratory of 
power’ (Foucault 1977, p.204), evolved from the traditions of medical science and educational 
psychology.  This  second story of the thesis text,  ‘The Teacher Tales’ describes the 
understandings from the professional context, the knowledge constructed within schools and 
universities. Doing this research, I am endeavouring to create a web of connections in order to 
understand what change does to our situations. This means questioning some fundamental 
assumptions about what it is to do research and how it is done. 
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Teachers’ journal notes 
A literacy support teacher expressed her concern that it was hard to meet students needs when she 
was unsure of ‘diagnosis’ and had to resort to trying ‘this and that’ to find a successful strategy. 
She was asking about study she could undertake in special education so that she would be more 
knowledgeable about appropriate strategies for different needs. Pete, a teacher who has had many 
years of teaching experience in special education, believes that if inclusion is to be successful, the 
curriculum must be accessible to a diverse group of students. Sally, also a teacher, pointed out that 
she has had to lower her expectations for Nigel and says that this is the problem with not having 
had special education background or experience. ‘I really had no idea he was so low.’ It is clear 
that many people believe that there is a need for greater professional development opportunities 
for teachers and teacher assistants. Mike, a teacher who had a student with high support needs in 
his class, said, ‘I knew nothing about Down syndrome and my aide and I were given no 
professional development to prepare us and yet we were expected to feel excited about inclusion’. 
To ensure the success of inclusion it is essential that classroom teachers are prepared with relevant 
professional development.  
 
 
As my interest in the practice of these teachers deepened, I recognised some of my ‘old role’, as a 
resource person, special school principal. I had been a professional who readily spoke on behalf of 
and for students and families with disabilities. Now I was beginning to interpret for the teachers as 
well! Reflecting on my positioning I moved away from the traditional formation of subject and 
researcher, and subjectivity and objectivity became complicated and contradictory. This gave me a 
turbulent and lively data set that I had initially tried to separate and divide. (Re)working the 
eclectic data set, I saw that in ‘(c)onceiving useful categorical schemes as provisional 
constructions rather than as systematic formulations, focus shifts to how data escape, exceed and 
complicate rather than how to impose a specific direction of meaning on the unfolding of the 
narrative’ (Lather 1991, p.125). Being open to how this data was (re)constructing a ‘big story’ 
was important. In writing this research, I have struggled with these issues of representation and 
also whether my work as a teacher and researcher was part of the social reproduction of the 
culture of special education as well. My construction of this research is embedded in an 
epistemological approach that attempts to breach the insularity of the essentialist traditions, 
inviting a symphony of voices rather than the insularity of the lone researcher collecting and 
analysing data. 
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Teachers’ journal notes
Principals’ voices on professional development
Will, a principal, is adamant that suitable professional development is bound to contribute to the 
success of inclusion. 
 ‘Teachers have expressed concerns and fears that their student with special needs might miss 
out on educational opportunities or continue to be at risk because of lack of experience or 
professional ignorance. Professional development for parents is also considered to be 
important.’  
David, also a principal, explained that ‘parent awareness programs that have been held were most 
beneficial ... Parents have expressed their appreciation of the opportunities to learn more about 
particular disabilities’. 
The responses from the stakeholders show that there is strong support for a more structured 
system of training and professional development specific to the disability to enable all teachers 
dealing with that disability to discuss ideas and share ideas. This is supported in the Tasmanian 
Primary Principal’s Association and Australian Education Union study (AEU 1994, p.4). 
 
7 Teacher preparation and development drafts 
The professional development model that formed the basis of EBA 720 reflects the organisational 
and school effectiveness models, prominent in recent literature of the special education knowledge 
tradition. The capacity of these models to disrupt the power of the essentialist traditions is 
questionable. Academics such as Slee (1997, p.7) have recorded their previous personal links to 
‘school effectiveness research and school improvement prescriptions as self-evident interventions’ 
and  a subsequent questioning of this allegiance. The special education literature on inclusive 
schooling documents the exploration of differing models of preservice teacher preparation and 
professional development. Jenkinson (1997, p.177) suggests that as a result of the changing 
context of special education provision, a better balance needs to be achieved between generalist 
skills relating to educational provisions for students with disabilities and the specialist skills that 
will continue to be required to meet the specific needs for curriculum adaptation and modification. 
Through my literature search and knowledge of the field I have identified four models of teacher 
development practice. The four  models of teacher development practices are drawn from the 
work of academics publishing and practising in the United states and the United Kingdom. 
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Teachers’ journal notes 
Issues related to collaborative network building were raised frequently – collaboration between 
teachers, students, parents, aides and other professionals and specialists. One journal incident 
reflected an incident where an IEP focus was building a support network via the establishment of 
reading buddies, to meet Lee’s academic and social needs. Meg, the classroom teacher, attributes 
some of the success to a high level (frequent) support from Early special education staff, strong 
support networks including visiting consultants, a willing aide and a supportive parent and class. 
Dennis, also a classroom teacher, appreciated a collaborative approach to planning because he 
‘needed more ideas and four heads are better than one’. The teacher was struggling to find some 
diagnostic tests and so this responsibility was shared. A principal indicated that in one instance, 
parents of Lyn, who is category A funded, were initially concerned that they were not given any 
other option about whether or not to place a child in a special school. They were directed to send 
Lyn to mainstream schooling. While they are now happy, at the time they resented this lack of 
negotiation and choice. Time for collaboration and consultation has been a contentious issue. It is 
widely felt that while collaboration is desirable, the time resource is not available. ‘I would like 
some non-contact time to discuss programs, strategies.’  
A brief synopsis of four models (Meyer 1996; Ainscow 1993; Collabrative Consultation eg. Idol 
1994; Action research eg. Children and students count (Ministerial Advisory Committee 1996) is 
detailed in the following section of the  running text. Meyer (1996), from her work at Syracuse 
University, New York, develops a model of inclusive schooling in preservice teacher education by 
the merging of the previously separate elementary and special education program to the creation 
of a single Inclusive Elementary and Special Education Teacher Preparation Program. Ainscow 
(1993, 1995) has been influential in the development of an international perspective through his 
work with UNESCO. The UNESCO model developed by Ainscow (1993) identifies five areas as 
being significant in teacher education approaches. The five principles of the model are: 
1. active learning - approaches to problem solving including co-operative group learning; 
2. negotiation of objectives - including participants in the negotiation of their own 
learning;  
3. demonstration, practice and feedback - implementation of new ideas or ways of 
working seems to be more likely when these three elements are used together; 
4. continuous evaluation - the active involvement of the participants in monitoring their 
own learning, enhances motivation and influences the planning of course activities and 
priorities; and 
5. support - encouraging collegial support and partnerships, which promotes risk-taking in 
efforts to develop new ways of teaching (Ainscow 1993, p. 208). 
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Teachers’ journal notes
Views about inclusive schooling
A popular view has been that the mainstream system does not adequately support students with 
high needs with the life skill training that special schools offer. A senior teacher was discussing 
the basic life skills that students with special needs require such a dressing, toileting, showering, 
shopping, food preparation and cooking. ‘In the past he would have been placed in a special 
school where his needs could be met.’ 
Kim a principal from another school, had similar concerns. ‘Mainstream schools are not 
adequately resourced to be able to offer appropriate life skills programs.’ He stresses that his 
school was trying to do the best it could to cater for Tim’s high life skill needs but ‘time and lack 
of resources are the biggest issues’. 
Bill, a principal, says, ‘I agree with the inclusion but I reckon we are going to see the full circle. I 
think that in ten years or so there will be special schools again’. He stressed that special schools 
provided children with vital life skills that they will need in the future. ‘When these children left 
the special school they were appropriately skilled to function successfully in society. Mainstream 
schools do not have the resources, time or funding to implement such programs on a regular 
basis.’
 
A third model extensively documented in the special education literature is the Collaborative 
Consultation model. Widely popularised in the United States and more recently in Australia, 
authors such Idol (1994a, b); West and Cannon (1988) and Friend and Cook (1992) working 
under the Collaborative Consultation umbrella have published extensively and actively promote 
Collaborative Consultation as a ‘best practice’ response for schools and practitioners intent on 
developing inclusive schooling practices. The model is based on ‘mainstream’ models and the 
traditions of the psychologically orientated support school models which have been evident in the 
literature of special education field for the past two decades. Collaborative Consultation draws 
from and replicates the dominant epistemology of the special education field. The Collaborative 
Consultation model has received detailed attention in some Australian states, in particular within 
New South Wales (Kemp & Davis 1995, p.17). The model described as a special education 
service delivery model has three main purposes: to prevent learning and behaviour problems, to 
remediate learning and instructional problems, to coordinate instructional programs. Ainscow’s 
model (1993;1995) and the approach proposed by Meyer (1996) differ from the collaborative 
consultation models proposed by Idol, West, and Cannon (1989). The collaborative consultation 
model has merit in some of its elements. The emphasis on co-teaching arrangements, close 
collaboration of teachers and support staff and the sharing of new information and learning of new 
skills, including teaching techniques are all strengths. The model however implies an imbalance in 
the relationship between the outside consultant and the classroom teacher. The model also focuses 
on the individual student rather than the classroom and school ecology. 
Teachers’ journal notes
Mike, a social worker added:
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 ‘Yes, they used to leave special schools with a sense of community. Now they are coming out 
of the regular system with a sense of isolation.’
Will (principal) agreed: 
 ‘You know in all my teaching career we have been encouraged to treat all children as 
individuals and meet their needs. In the mainstream school, it is impossible to cater for a child 
of Sarah’s ability and expect that her needs will be met.’  
Other responses show that many principals and teachers believe that the special school is the only 
appropriate place for some students with special needs. ‘How can we cope with a student in grade 
eight who is operating at grade two level? We are all doing what we can but it isn’t just enough’ 
A nearby teacher commented that the child’s parents had attended a special school. ‘Exactly, 
that’s where he should be too’. 
A guidance officer commented: 
 ‘Inclusion is good in theory, but in relation to equity, how equitable is it when some of the 
students were better off where they learnt life skills and social skills. We are segregating 
students by mainstreaming them – look at them in the yard, they are either alone or with like 
children.’
 
The collaborative consultation model is a very influential model in some states of Australia. This 
is despite the lack of any evidence of the models’ capacity to contribute to improvement in student 
learning outcomes (Jenkinson 1997 p.175; Keary 1998; Rainforth et al. 1992). In contrast, the 
models proposed by Ainscow (1993,1995) and Meyer (1996) aspire to whole school approaches 
where solutions to individual problems of ‘special education’ are sought in the context of whole 
school organisation and ethos, as Ainscow (1993, p.204) has noted. This position is described by 
Skidmore (1998, p.9) and Slee (1997, p.7) as the ‘school reform’ or ‘school effectiveness’ model.  
8 Action research 
Action research approaches have  proliferated teacher development literature during the past 
decade (Abbott-Chapman 1995; Bell 1996; Carr & Kemmis 1986; Kemmis & McTaggert 1988; 
McNiff 1993; Kincheloe 1993). It is to this literature that the planning group looked to in an 
attempt to reconstruct the professional development program. In recent Australian special 
education literature, action research models have been promoted as a way of rethinking teacher 
practice and professional development models, by for example, McMullin and Vaz (1995), The 
Schools for All (DEET 1995) and the Children and Students Count (Ministerial Advisory 
committee 1996).  
 
 
 Jo and Deb
July 1998: reflecting on texts, more talk, more threads to weave
Jo: Now that we’ve both been in the system where inclusion has been going on for a while, it’s 
just that there doesn’t seem to be much of a change in attitude … Not from my point of view 
anyway. I mean I think that means a lot hasn’t been done to rectify perhaps some of the way that it 
was introduced initially. It’s the way we look at some of the flaws of the way it was introduced. 
They have not changed, because the comments I hear are the same. 
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Deb: I feel that as time passes, teachers seem to be almost more frustrated with it because funding 
seems to be gradually being cut back. [For examnple] children who were receiving more hours 
two years ago are now on fewer hours for different reasons. And there are a few teachers who I’ve 
spoken to who just feel that as the years pass on they will be given less and less support.
Jo: There are people too who are finding it successful. Even though there is the negativity there 
are still positive signs for some people. It is working well in some cases. Half of what Deb and I 
were trying to tease out in our paper was what are the things that people are trying, cause if it’s 
working in some places and it’s not working in other places, maybe [the problem] isn’t resources 
maybe it is a lot to do with attitudes and professional development. 
These models are a small and recent body of work. Apart from these few recent exceptions, most 
practice continues to promote a technical view of learning by focusing  on deficit constructions of 
disability through individualised study of handicapping conditions, diagnosis and remediation 
models. Ainscow (1993; 1998b) Slee (1993, 1998) and Skrtic (1991) have repeatedly identified 
the need to rethink practice and a move away from technical views of teaching and learning.
 
Other models in the literature describe support teacher services. In the development of special 
education services, this is the predominant way that students with special educational needs have 
received assistance within regular schools. The support has characteristically been delivered by 
the special education teacher, resource or support teacher in a special class or unit, in a resource or 
remedial unit separate from the school or perhaps through a visiting teacher service or the special 
education teacher working away from the classroom teacher. Jenkinson (1997, p.173), notes that 
inclusive schooling has changed this role to classroom support, but there is disagreement about 
what the support entails. 
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 Jo and Deb 
Jo: From my point of view, the critical thing at the moment in my role and in the role of the 
support service is the high school. The high school issue around including kids with any needs at 
all, I’m not just talking about kids that have high needs, I’m talking about kids that just don’t fit 
into the grade or the class. And it includes behaviour; modifying school curriculum is critical. The 
ability of teachers to do that is limited, particularly more so in the high school than the primary 
school, in my opinion. 
Deb: I was speaking to a teacher yesterday who said there’s no way the high school would put up 
with a kid like this, they’d say ‘well sorry, you’ll have to find a special school or we won’t take 
the child’. And (s)he was saying that primary schools are just going along with it all because we 
are not making a stand and (s)he feels that high schools will make a stand and will say ‘sorry, we 
haven’t got enough resources and we won’t take them’. Now I don’t know how true that is, but 
this was the opinion of this particular teacher. 
 
9 The gender profile 
As a woman, I am a member of the dominant labouring group in education. Within the Australian 
teaching profession, in the special needs field, there is a greater proportion of female employees. 
DeLemos (1994, p.92) reports on a sample of 416 primary school teachers with students with 
disabilities in their classrooms. The majority (85%) of teachers with students with disabilities in 
their classes are female. This proportion in higher than for the teaching force as a whole. Almost 
87% of teachers received their initial teacher training in primary schools and 2% in special 
education itself. The majority (63%) of primary teachers with students with disabilities in their 
classes reported that they had undertaken postgraduate or other specialised courses in the period 
since their initial teacher training, generally at the Bachelor of Education or Graduate Diploma 
level. About 15% of the teachers were currently undertaking a further course in education, and 
some 61% participated in an in-service program in 1992. In this survey, teachers of students with 
disabilities in primary schools expressed a strong demand for professional development activities. 
Over half of the teachers indicated that there were areas of their current work that had not been 
covered in their initial or post graduate courses. The numbers of teachers who have students with 
disabilities in their classes in Tasmanian settings, reflect the higher number of female educators in 
the early childhood and primary sector overall. The resistance to change read in the voices above 
from the secondary sector needs can be read against the distinct gender inbalance between the 
schooling sectors and the fewer number of women in promotable positions. Table 1, on the 
following page, illustrates the gender profile of the Tasmanian government school context. 
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Table 1: Tasmanian teachers and support personnel 
by gender, 1998 
 
 Teachers
Female Male Total
3964 1685 5649*
* This category only includes secondary college teachers. 
High Schools (years 7–10)  
Teachers Female Male Total
AST 1 
Base Grade 
Promoted 
 364 
 326 
 75 
 317 
 162 
 162 
 681 
 488 
 237 
Total  765  641  1406 
 
 Special Schools 
Teachers Female Male Total
AST 1 
Base Grade 
Promoted 
 39 
 38 
 22 
 7 
 7 
 12 
 46 
 45 
 34 
Total  99  26  125 
 
 Primary Schools* 
Teachers Female Male Total
AST 1 
Base Grade 
Promoted 
 982 
 1042 
 132 
 141 
 162 
 162 
 681 
 488 
 237 
Total  2156  383  2539 
*Early childhood data is included in Primary Schools 
 
 All Schools 
Support Female Male Total
Guidance Officer 
Occupational Therapist 
Social Worker 
Speech Pathologist 
45
1
25
37
 10 
 0 
 9 
 0 
 55 
 1 
 34 
 37 
Total 108 19 127
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 Jo: 
In my job at the moment where the high school kids are being included, the program modification 
is not really addressing the curriculum – it is being modified to “let’s link them into the farm 
project, let’s link them into this practical side of things, lets double up on things there, let’s access 
such and such outside of the school setting”. For primary school kids that doesn’t happen to the 
same degree, the teachers cope more easily with them in the regular class. But as soon as they go 
outside of that sort of comfort zone of the one classroom into the high school and you are dotting 
around all over the place it becomes a real issue. An example specific to that would be novel study 
in English. I’ve come across this with quite a few kids that I work with where they are expected to 
participate with the same novel as everybody else. There hasn’t ever been the notion that they 
could actually be working from say three or four say graded novels, and study the same aspects of 
the novel. Rather they see the content of novel seems to be more important than what they are 
getting out of the study concept of it. And that happened in the primary years you know we have 
graded issues or we work on things at our own level. But it is the high school where they are 
expected to work from the same novel and it really is impossible, some children aren’t engaged at 
all in the learning program of that novel, that is quite noticeable, a bit scary actually. 
 
10 Radical moves or homogenising globalisation?  
The Salamanca Statement (UNESCO 1994) highlights the recent internationalisation and 
globalisation of the movement towards inclusive schools. The Statement described by Ainscow as 
‘arguably the most significant international document that has ever appeared in the special needs 
field (1999,p.74) asserts ‘Appropriate preparation of all educational personnel also stands out as a 
key factor in promoting progress towards inclusive schools’ (UNESCO 1994, p.8).  
 
The Statement further recommends:  
• Preservice training programs should provide support to all student teachers, primary 
and secondary alike, positive orientation towards disability thereby developing and 
understanding of what can be achieved in schools with locally available support 
services. The knowledge and skills required are mainly those of good teaching and 
include assessing special needs, adapting curriculum content, utilising assistive 
technology, individualising teaching procedures to suit a larger range of abilities, etc. In 
teacher-training practice schools, specific attention should be given to preparing all 
teachers to exercise their autonomy and apply their skills in adapting curricula and 
instruction to meet pupils’ needs as well as to collaborate with specialists and co-
operate with parents. 
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Jo and Deb: 
Jo: We have someone in the support service whose job this year [is to support high school 
teachers]. Really a big part of their job has been focused on a trial in this area looking at, working 
with teachers on modified curriculum, teaching strategies and so on. Whether it is co-operative 
learning, whether it is planning to Bloom’s taxonomy. My role has been more linked in through 
the special ed co-ordinator in the schools, and through that, developing units of work that cater for 
a wider range of needs. 
Deb: It is unfortunate that she only has the time to work in one high school. I mean it would be 
great to have someone like her in every high school, support for teachers. 
 
 
Juxtaposing the UNESCO statement with the teachers’ voices above, cross-threads the politics of 
professional knowledge with ‘the homogenising effects of cultural globalisation and 
internationalisation’ (Gough 1998c,p. 1). The statement continues:  
• The skills required to respond to special educational needs should be taken in account 
during assessment of studies and teacher certification. 
• As a matter of priority, seminars and guides should be devised for local administrators, 
supervisors, headmasters and senior teachers to develop their capacity to provide 
leadership in this area to support and train less experience teaching staff. 
• The major challenge lies in providing in-service training to all teachers, taking into 
account the varied and often difficult conditions under which they serve. In-service 
training should, wherever possible, be developed at school level by means of 
interaction with trainers and supported by distance education and their self instruction 
techniques. 
• Specialised training in special needs education leading to additional qualifications 
should normally be integrated with or preceded by training and experience as a regular 
education teacher in order to assume complementarity and mobility. 
• The training of special teachers needs to be reconsidered with a view to enabling them 
to work in different settings and to play a key role in special educational needs 
programs. A non categorical approach encompassing all types of disabilities should be 
developed as a common core, prior to further specialisation in one or more disability 
specific areas. 
• Universities have a major advisory role to play in the process of developing special 
needs education, especially as regards research, evaluation, preparation of teacher 
trainers and designing training programs and materials… Linking research and training 
in this way is of great significance. It is also important to actively involve people with 
disabilities in research and training roles in order to ensure that their perspectives are 
fully taken into account. 
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Deb and Jo: 
Deb: The impact [the support teacher] is having is varied, depending on the person she is working 
with. But she is noticing quite a lot of interesting things about the skills that are required and so 
on. But we know, don’t we, the best sort of change comes from having a whole school approach. 
Everyone being involved in all of this. So it is very difficult, but she is starting, and just that in 
itself is really interesting, I mean she is doing action research every day she goes to work. 
Interesting to see how it goes really.
Jo: So many kids need the modified curriculum and the alternative studies and that means that so 
many kids’ needs are not really being met in the current situation. 
 
11 Pre-service teacher development 
Teaching as work eludes easy definition. The continuing search for improved teacher quality is a 
recurring theme in the literature on school improvement and the search for quality schools. A 
recognition of the professional development needs of teachers has long been argued in the history 
of compensatory education programs and now the inclusive schooling movement. Traces of these 
issues are voiced by Deb and Jo as they reflect on their professional contexts. Since the early 
1990’s, as well as the identification of the  ongoing professional development of practising 
teachers, there has been attention drawn to preservice teacher education and components of study 
that specify course content realted to children with special needs. The Literacy Challenge 
(Commonwealth of Australia 1993, p.30) recommends that all new teachers undertake a unit of 
special education. Compulsory units are now required in New South Wales and Queensland. 
Teacher registration is dependent in these states upon an identified component in initial preservice 
courses. Currently across Australia there are no developed positions or accepted national 
recommendations for teacher preparation courses, or, is there any counter argument as to why a 
single approach may not be productive.  
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Julianne and Deb: 
Julianne: In 1996 you recorded the comment, ‘I haven’t got a lot of infant material’ from a 
teacher about planning for a Grade 6 student working at an infant level. What this comment raises 
for me is the thinking about children through a developmental hierarchy rather than looking at 
what it is that is going to contribute to an effective program for that student. You know … you’ve 
got the images of the older child sitting there doing the kindergarten and the prep worksheet. 
Deb: Not only that, this applies to the high school to a more significant degree. We have kids in 
the high schools who are basically learning to read at very infant/early primary level and the high 
school teachers who have not needed to trained in the way children learn to read necessarily, 
because its always been content focused and subject focused, and now … they have kids who 
can’t read properly and [the teachers] don’t have the skills to actually teach kids to read. That is 
really critical, happening a lot. High school kids with infant/early primary skills. So it is expanded 
… we’re talking way beyond even within the primaries – it is across grades.            p. 127
 
 
In Australian preservice teacher education circles, course content realting to students with 
disabilites is likely to be non existent or  deficit in orientation (Slee 1996a, p. 28-29). The two 
dominant texts of the Australian teacher education market, Ashman and Elkins (1998) and 
Foreman (1996) perpetuate the traditions of the field. In these texts, a study of students with 
disabilities is conceived in categorical and unproblematic terms. Foreman, for example, asserts 
that ‘It is not essential for teachers to form a strong view in favour of or against inclusion’ (1996, 
p.12). However, Jenkinson, (1997, pp.176-7) notes a trend away from courses dealing with a 
single area of educational need, and a move towards more generic courses dealing with a range of 
disabilities. She also argues, that training should give more attention to preparing graduates to 
take a lead in discussions about policy, and in appraising the various options for the provision of 
special education. In my work with teachers, I encourage  a problem solving and critical stance 
concerned with local practice. If inclusive education is to contribute to a better education system 
for all students, the power of the political and professional roles should be open for empirical 
enquiry.  
Issues of greater and more equitable access for marginalised groups have been a mainstay of 
educational reform initiatives during this century (Connell 1994). However the successes of these 
initiatives have been limited. Whilst there has been a commitment to targetted teacher professional 
development for disadvantaged groups,  during the last quarter of the decade (Lingard 1998) these 
efforts currently do appear to  be under threat. Through observations of recent western  
educational restucturing Rizvi and Lingard (1996) note the weakening of a commitment to 
principles of social justice.
A strong commitment to social justice understood in a socially co-operative sense is 
required at each of the system, school and classroom levels… Schools and teachers 
need symbolic and material support for equity polices and practices. This is particularly 
true within devolved systems where integration is a legislative requirement. In our view 
the recent restructuring of administration in most western countries, with its 
simultaneous centralisation of policy formulation and devolution of policy 
implementation has weakened the capacity of the state to support social justice 
initiatives at the local level… We need robust, caring and participatory schools to 
ensure social justice outcomes (1996, p.21). 
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In the following part of ‘The Teacher Tales’, pages 127-145 of the thesis text, is the record of the 
conversation between Deb, Jo and myself three years after our participation in a program of 
professional development. The positions of our selves are now separated by two years of time. I 
am now the researcher previously the teacher, but active in my  role  as a teacher/researcher in the 
academy. Jo’s professional life is a support teacher in a District support service.  Deb, is a teacher 
in an early childhood classroom.  
It is through the adding in of another text, the interview, to the thesis text, I am weaving the 
research data. As such, our lives move outwards from the selves of the person and inward to the 
social groups that give us meaning and structure. The conversation was built around the interview 
questions that I had forwarded to Deb and Jo ahead of time, along with the first section of the 
printed text which now appears as the opening to ‘The Teacher Tales’ story series. The interview 
recounts interpretations of experiences as support teachers. In the textual format of the thesis text 
the interview is presented as strips of ribbon text. My actions as researcher are to adopt an inter-
reactive approach to my data production. The insertion of the teacher narrative text, into the thesis 
text became subject to my double method.  The deconstructive reading of the text is how I have 
turned the informant’s stories into data. Dorothy Smith explains this position as follows: 
When we embed the language game of sociological description and the language game 
of its original in the every day world, a double relation comes into view. The categories 
of political economy or of the conceptual frameworks and categories of sociology are 
embedded in the relevant discourse… The terms are integral to the original social 
relations…they are inserted into the practices of a discourse that makes those original 
social relations the objects of its inquiry (Smith 1990,p. 99). 
Next to the interview transcript are pieces of the talk of that I have deliberately placed to the side 
of the  text. These pieces of narrative are my emphasis. Sometimes the pieces of talk are not 
exactly beside the original in the transcript. My textual presentation of the transcript is signalling 
the forthcoming processes of data reduction. This is the beginnings of my  realisation that whilst 
the interview account was a realist story, a ‘true story’, these data theorise meanings and now 
work differently from how they had operated in the original setting they now describe.  After the 
conversation finishes is the final image intertext. These images are the final image intertext 
ex//inclusion @98.
 
... Continuing ‘The Teacher Tales’ 1998 
 
Kids have come out from that 
and unfortunately the dream 
that they would fit in socially 
and fit in academically, or be 
catered for, hasn’t happened … 
Julianne: The next comment, I think is about the friendship 
and the social skills as well as the academic. ‘Tim is still 
isolated socially and academically’. 
Jo: That is part and parcel of it all. That is a real indicator of 
success in many ways, because those kids, many of them 
have been shifted from a setting where they were a part of 
everything, they were socially involved, they were 
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.
...I think people see that 
including the students as 
another condition of our work 
academically working together, they weren’t isolated in the 
special setting. Kids have come out from that and 
unfortunately the dream that they would fit in socially and fit 
in academically, or be catered for, hasn’t happened because: 
a) academically speaking we’ve just been talking about the 
skills for people to cope with such a wide range of ability; b) 
socially speaking there is a lot of work to be done not only in 
our attitude to people with disabilities but parental and 
students within out classrooms, their attitude towards 
disabilities. I know there is a boy with spina bifida in my 
Cluster and I’ve just been to a meeting with regards to his 
behaviour and he’s been picked on in the yard by kids 
considerably younger than him. He had sticks and apparently 
he hits them back with sticks and things like this, and you 
know that is really a typical story at that school about that 
boy at the moment. Like all the issues about not fitting in, he 
being the bully but also being the victim at different times, 
and not having the skills necessary to cope with the team 
thing, yeah, there is a whole bunch of stuff mixed up in that 
social thing. He wouldn’t stand out in a different setting and 
so wouldn’t necessarily have to develop coping skills for a 
while and that is the good thing about mainstreaming. If it 
was going to work it would be wonderful an ideal if both 
could benefit from the social side of it. Other people develop 
an acceptance and understanding and the people with 
disabilities see themselves important and equally as 
wonderful as everybody else. 
Julianne: What was the sense of the comment ‘Our 
conditions are already worsening with inclusion kids but I’d 
rather keep the same pay than keep more condition imposed’. 
Deb: Basically I think people see that including the students 
as another condition of our work. It’s like you know how we 
had to go back to school three days early and do this much 
extra professional development so we’d get our pay rise. 
People see it as being a worsening of conditions, that whole 
comment was meant to suggest and reiterate the negativity I 
think of the whole comment about the inclusion kids and the 
labelling. I mean talking about it as a condition of work 
rather than as an aspect of work or something positive. It is 
not seen like that. For some people it isn’t a problem and I’ve 
seen people who are thrilled and more than happy to be 
working with these kids and it really isn’t a problem but more 
often than not the comment that I hear is negative, of our 
conditions of work with inclusive kids. They see as it an add 
on, something to make our lives difficult, you know someone 
sends out a document from above, someone sends over a few 
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Some of those very same kids 
are now enormous high school 
problems because their 
behaviour has 
deteriorated, the work is not at 
their level, their needs aren’t 
necessarily being met. And I’m 
not criticising teachers there 
either, its just what all those 
factors are. 
inclusion kids from South Park school, that’s how it was. 
Julianne: Yes that is the sort of the sense that I read it. These 
children were something else to add to the list of things that 
you need to do sort of in the same way as well we have to 
report KILOS and KINOS and we have to include kids with 
disabilities as well. 
Julianne: This next comment is about someone who has 
been a special education teacher and I suppose it is a sense of 
their worth and their place in terms of the system. Was that 
some of the intention with that? 
Deb: I know that particular teacher who ran a unit, a very 
successful unit, by everybody’s comment actually, a 
transition unit and in it she worked with a small group of kids 
around life skilling, they all worked at their level. They 
behaved because they had work that was provided for them at 
their level. Some of those very same kids are now enormous 
high school problems because their behaviour has 
deteriorated, the work is not at their level, their needs aren’t 
necessarily being met. And I’m not criticising teachers there 
either, its just what all those factors are. Because, I know that 
schools are, within their current knowledge, really doing 
everything they can. And that particular comment was 
basically, that unit wasn’t valued, no-one told me what was 
happening, no-one said thanks very much and also how 
quickly it was over and without the consultation it just 
changed from that model to this brand new way of thinking. 
And someone like that woman has the most outstanding 
knowledge of ways to meet the needs of kids within a regular 
setting, let alone within the context of her unit there. And I 
mean she is the very person who has heaps of ideas of ways 
that we can restructure things to provide these kids with 
balanced programs and whatnot and her valuable knowledge 
just goes unnoticed by and large. There are so many 
wonderful things. 
Julianne: Is she now in a regular school setting, being able 
to pass on that knowledge and information? 
Deb: Yes. It is a pleasure to watch her teach, cause she’s had 
kids in her room who are, like very high needs, one of which 
would possibly have been, in the past would have been 
appropriately placed at a special site. I don’t know she has 
them just working on things at their own level, she just has 
got that background knowledge of the teaching strategies just 
off the top of the head. And she just knows how to make 
things meaningful and relevant for the kids. She was 
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There are people out there who 
think that it is good to include 
kids, and it is fair and right 
according to the law and the 
whole rest of their rights. But 
they don’t think it is fair on the 
kids because of lack of 
resources.
basically expressing that she was always a bit disappointed 
the fact that it wasn’t acknowledged, the work that she did do 
anyway.
Jo: There are people out there who think that it is good to 
include kids, and it is fair and right according to the law and 
the whole rest of their rights. But they don’t think it is fair on 
the kids because of lack of resources. The fact that they can 
see islands in the mainstream. So the kids that come out of a 
high school setting perhaps without that really intensive 
social and life skill training that they might get in a special 
setting, so that the kids who come out of the high school 
regular setting do not have the skills to enter into the 
community in a satisfactory way, relatively speaking, [to] 
their peers at a special site. So it is not always necessarily a 
bug bear about the kids themselves, the fact that they are not 
getting a fair go in some of the situations. 
Julianne: In reference to the kinds of resources, are they 
looking for money that they could distribute within the 
school, or are they looking at lessening of the student/teacher 
ratio, is it support to be able to develop programs, curriculum 
within the school. I guess it depends on the individual 
context and the knowledge of the people within each setting 
and the group of the students. But what would, in your 
experience be, what people are really seeking to alleviate this 
feeling about the lack of resources? 
Deb: I think Aide time is a fairly big one. Because there were 
some students who were identified as being students who 
required Category B funding and they were perhaps getting 
an hour per week support. Well to a teacher what is an hour a 
week if it is 15 minutes a day, or two lots of half hour 
sessions ? They felt that it was the Aide time [that] was not 
appropriate. 
Jo: It can range depending on the school, for some people it 
is money for this and money for that, or for some people it is 
Aide support. For other people it’s time off themselves to 
plan, all these extra Aides and the rest, affects the actual 
structure of the school more than anything, it really does vary 
and whether it is professional development too, access to 
professional development. Teachers are saying they only 
have certain number of hours that they can access through 
their school for paid professional development. When we go 
to say to someone this is coming up can you go, they say oh 
no I’ve done my PD for the year. Comments like that, I can’t 
go to any more now. And people aren’t prepared to pay out 
of their own pocket a lot … 
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one. Because there were some 
students who were identified as 
being students who required 
Category B funding and they 
were perhaps getting an hour 
per week support. Well to a 
teacher what is an hour a week 
if it is 15 minutes a day, or two 
lots of half hour sessions ? 
Julianne: What about the comment coming from a student. 
Looking to going into high school and knowing the 
likelihood of succeeding in that environment is not there … 
and he’s not going to have his best support which has 
obviously come from his brother, or her brother.  
Jo: That’s right. Feeling like he was never going to make it 
without the support of his brother who went to a different 
school. And that particular student is having heaps of 
problems still. He knows he is dif-ferent, intelligent enough 
to know that he is different but he just can’t keep up. And it’s 
noticeable, can’t blend in at high school, just sticks out. And 
he knew that it would be like that. 
Jo: The thrust to get kids out of the special setting and into 
the regular setting is very strong and it is always about 
reducing the numbers of kids in the special setting. There is a 
strong move towards leading kids into the mainstream setting 
as opposed to special setting. And the choice of the parents to 
choose a special setting or a regular setting, it is there but it is 
only kind of token in many cases, there is a big push to really 
strongly urge parents to look at mainstreaming. 
Julianne: In your District you still do have a special school 
don’t you? … it would be much smaller in size than what it 
would have been even a few years ago?  
Jo: Oh most definitely, and for us, we see students that we 
really feel need to access the support school life skilling or 
social skilling programs. It is extremely difficult to have them 
do that, and it is prioritising kids but you know, what can the 
school do in this area, this is despite looking into what can 
happen in the school. Some of the kids just cannot get what 
they need from a regular setting, they can’t because the 
teacher hasn’t got the time to run a life skills program. In that 
situation I know though that school is looking at the 
management, sort of around that school is looking at 
restructuring the way that service runs to perhaps allow for 
more free movement between mainstream and special setting, 
not necessarily full time at one place or another. A lot of kids 
accessing part time programs in special settings and in the 
mainstream settings. That is good. 
Deb: But you wouldn’t even bother to suggest that they were 
placed back in the special setting full time, because that 
wouldn’t [happen], the children that have been in the 
mainstream who we feel aren’t coping they may be lucky to 
access one or two days, but that is generally maximum. 
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school life skilling or social 
skilling programs.  
… it is the ‘biggest disaster’.
Julianne: The guidance officer who said it is the ‘biggest 
disaster’. So would the sense be amongst a number of those 
professionals that they don’t believe in what has happened. 
When you are faced with the situation of perhaps wanting to 
move a kid would they be strong advocates for you, in terms 
of that process?
Jo: That particular person has extremely definite views about 
inclusion, but really believes in the importance of the place of 
the special setting for some kids. (S)he on the bottom of a 
report would write something like ‘I would recommend a 
special setting, but of course that is not going to be possible, 
so I see this case being fairly, the prospects of this case are 
poor’. But very outspoken because (s)he really firmly 
believes the need to maintain access for the kids who really 
need it. We have kids with IQs less than 50 in our regular 
setting, whose social skills and behaviour and a whole range 
of things... In the mainstream they will not fit in, they need to 
be trained in social and life skills if they are so intellectually 
disabled it needs to be practised all the time and he will say 
that is not happening in a regular setting and he would be 
right for those kids. That small group of kids. 
Deb: I think the reason that (s)he is strong about that is that 
(s)he is very experienced, (s)he has been around for a long 
time, (s)he has seen the change process and, (s)he’s seen just 
how things have gone, and he believes that, well a full circle 
would need to take place. (S)he often says they’ll have to 
bring special schools back because kids just aren’t coping. 
But I do believe that (s)he is so strong because of the years of 
experience.
Jo: (S)he also believes in streaming in some situations. (S)he 
said is it reasonable to expect a teacher to be teaching now 
what really would amount to across 7 or 8 years of spans of 
achievement outcomes. If you’ve got kids in a high school 
like in a Grade 9 that are really only operating at an early 
primary level, there is a huge range of 7 years 8 years it could 
be and he said is that fair, is that right. Maybe there is a place 
for such a thing as a transition unit. Or some kind of 
streaming sort of situation, (s)he is really very strong about 
his views about the whole thing. But (s)he can also see that is 
important for some kids to mix in with the regular 
mainstream and there are advantages, (s)he is not blind to 
that. (S)he thinks that it is typical of us to go full swing one 
way, full swing the other way without sort of looking at 
maybe the balance in the middle and what is best for that 
child. Not what is best for all kids with disabilities but let’s 
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 ‘I would recommend a special 
setting, but of course that is not 
going to be possible, so I see 
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… is it reasonable to expect a 
teacher to be teaching now 
what really would amount to 
across 7 or 8 years of spans of 
achievement outcomes.
Which school can offer them 
with the skills that they need, and 
(s)he tends to look at it more on 
an individual basis. Whereas I 
think the inclusion policy has 
tried to a fairly large degree to 
blanket. 
look at this person what do they need, what do they need 
next, you know, are they going to be able to cope in society 
with the skills that a school can offer them. Which school can 
offer them with the skills that they need, and (s)he tends to 
look at it more on an individual basis. Whereas I think the 
inclusion policy has tried to a fairly large degree to blanket. 
Julianne: You wrote in 1996, ‘Jay’s transition into 
kindergarten exceeded my expectations as well as Jan’s, the 
teacher aide. Jan feels that Jay’s inclusion has been very 
successful and she has reached and continues to reach goals 
set in her educational plan’. So that was a child coming in 
from early special ed/kindergarten? 
Jo: And critical there, was the really positive attitude of the 
teacher aide in particular, really keen to support. Mind you in 
that situation that student had an extremely high level of 
support, one of the highest levels of support in the 
mainstream. The amount of Aide time was critical there, but 
it was a positive situation. 
Julianne: The teacher aide, had she been trained beforehand, 
or had experience with kids at that level of need? 
Jo: Very little. So extremely capable but the issues that come 
through now are dependence on the Aide, is that good? 
Julianne: Is this child still in the regular school system? In a 
Prep. or did she go into Grade 1?  
Jo: She’s Grade 1 now, Prep/Grade 1, getting a bit confused, 
yeah she must be. I’m just trying to think, because I went a 
year away, Grade 1. And she has still got a high level of aide 
support, and it is still difficult for true inclusion to take place 
where she is part of the classroom and doing things that the 
class is doing. 
Julianne: With the transition do you think that’s because 
there has been an allocated role defined in that field or is it 
about other agencies working together more collaboratively? 
Jo: I think it is an influence of the support service and also 
just planning for high need students within the school 
resourcing package and everything. Finally more people are 
planning and recognising the need to plan for that, but 
certainly there has been encouragement, I know that part of 
our role to look at transition of kids from class to class and 
from primary school to high school, kinder to prep. 
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… but the issues that come 
through now are dependence 
on the Aide, is that good? 
And she has still got a high 
level of aide support, and it is 
still difficult for true inclusion 
to take place where she is part 
of the classroom and doing 
things that the class is doing. 
… she was given a tour of the 
school and met the class but 
she was offered no professional 
Julianne: The other area of course is the teacher education 
and professional development needs. How would you rate 
that? 
Jo: Terrible. 
Deb: Yeah. 
Deb: The particular teacher I’m thinking of she was given a 
tour of the school and met the class but she was offered no 
professional development last year. So prior to taking on 
these two students with very high needs, and even this year 
there wasn’t anything offered, she was just expected to get on 
with the job and cope. So I think that is a really serious issue. 
Deb: Because teachers have to use some of their 
professional development time for let’s say central (what’s 
the word I’m looking for?) some things whether its KILOS or 
KINOS or the introduction of some thing and then there is 
the need to ensure that people are aware of this document or 
that document or whatever is disseminated, so they spend 
their money doing that. 
Julianne: The issues of curriculum, I guess you alluded to 
some of those in the secondary school, about that being the 
area that the work needs to be done in, there are probably 
examples in the primary setting too … if you were looking at 
the two sectors where would you see the efforts need to be 
directed? 
Jo: I think secondary in terms of curriculum modification. 
With the resourcing and with support I think primary 
teachers are doing it already. I mean we are a lot more, I 
think we trained to do it perhaps even, we are able to adapt 
and give things at different levels of work with groups 
simultaneously, we just seem to have built that level of skills. 
Whereas at the high schools [there is] still very much 
traditional style. Very often just facing the front, you know, 
not very much interaction, you know not a lot of attention to 
co-operative strategies or anything.  
Deb: And often their argument is that they have the class for 
40 minutes. They have to meet 150 students during that 
week, so whether they’ve got time to be adapting the 
curriculum, whereas as primary school teachers we have one 
group of students for the whole week. So I think for them it is 
the number of students that they have to deal with that is a 
really big issue for them. But at the same time they have a lot 
more non contact time. 
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I think secondary in terms of 
curriculum modification. With 
the resourcing and with support 
I think primary teachers are 
doing it already.  
… we are able to adapt and 
give things at different levels 
of work with groups 
simultaneously, we just seem to 
have built that level of skills.
Whereas in the high schools 
still very much [a] traditional 
style. Very often just facing the 
front … not very much 
interaction, you know not a lot 
of attention to co-operative 
strategies or anything.
Julianne: What about examples of middle schools, do you 
have any of those, in your District, within your high school 
settings, people moving more to that kind of model? 
Jo: I think it is developing. There is certainly a movement 
towards developing a middle school in concept. And that for 
example where teachers from high school are coming back to 
the primary schools and vice versa that kind of thing. I think 
it’s early stages, really early stages at the moment, I’d say. 
Deb: In the high school that I worked in last year it was their 
first year of trying a middle school. People were feeling very 
positive about it but certainly it was in the very early stages. 
Jo: Well for me just one of the things that I’ve always really 
valued is just something simple like Bloom’s taxonomy and 
just using that you can be working from the same material or 
with the same intent but you can deal with it at different 
levels, I mean it is something as simple as that is not common 
knowledge in the high school setting. Co-operative learning 
strategies, Barry Bennett et al., those kind of things, whilst 
we have had sort of flow through with Barry Bennett in this 
State, and it certainly has also reached into high schools. The 
follow up of it is not possible, its not everybody in the school 
and the support afterwards is needed is going to take some 
huge changes like that, in-class support, it is very difficult to 
provide that. Now as I say Mandy is doing one small tiny 
little bit, which is making a difference and it is important but 
with limited resources it is hard to help people to make 
changes. You feel a little bit like your hands are tied you 
can’t do that very easily. Just having knowledge of the 
different styles of learning, visual learning, auditory learning, 
that is limited as well I think, perhaps across the board. 
Julianne: And even going back into the primary setting as 
well? 
Jo: There is more knowledge in the primary setting. But 
teachers are more comfortable at practising new things in that 
setting. They’ve got the children for a whole day, I mean you 
can kill an hour and a half in a whole day and just wreck it, 
completely annihilate co-operative learning activity and make 
a few disasters and say let’s go off for free time. You can 
cope with it, you can do that, you can’t waste too many 40 
minute blocks in a high school setting and you can sort of 
understand that. And I think we’re also driven by the quicker 
[you have to move through the curriculum] that they have to 
get through, the areas that have to be covered because their 
Inclusive Schooling: Contexts, Texts and Politics 129
There is more knowledge in the 
primary setting. But teachers 
are more comfortable at 
practising new things in that 
setting. They’ve got the 
children for a whole day, I 
mean you can kill an hour and 
a half in a whole day and just 
wreck it, completely annihilate 
co-operative learning activity 
and make a few disasters and
students have to reach certain standards so I think that is a 
big issue for them as well. Because lets face it co-operative 
learning for example takes an awfully long time to put in 
place and to be successful and for them they’ve only got this 
group for once a week for 40 minutes, as well. It is pretty 
hard work. And there will always be people, like close to 
retirement, and you will always have those people who really 
won’t see the point in the change. You’ll have them all 
people, people just will not, they just can’t or they won’t, and 
it’s going to be a lot more difficult for them. And I think 
beginning teachers too they come out with such a huge load 
and behaviour management is their first priority for the most 
part from what I hear anyway. So they are not worried about 
starting off with, I mean they just want to get their rules and 
responsibilities organised, do you know what I mean? So 
there is a whole lot of people in there that are really not going 
to cope very well with new knowledge, or lets experiment 
here or try, there are heaps of hurdles. 
Julianne: The issue about collaboration, you’ve talked a 
little bit about this in the successful settings, that it is 
something that you notice and observe … What does 
collaboration look like when you see it happening within the 
school, and what are the conditions?
Jo: It would involve a cross-section of people, so whether it 
is the parents and the aides and everybody would be 
involved, the Principal, whether it is someone on the support 
team, whether it is someone from outside agencies, they 
would be working to a document. So they would have a plan 
and they would be working to that plan, and they would be 
reviewing it, monitoring it and each person would have roles 
in it. So time is allocated for that too, so critical in that is that 
time is set aside and we are lucky to have, we have 0.1 
resourcing I think for each student who receives a Category 
A funding, 0.1 of a teacher is available, whether it is to 
release the regular classroom teacher so that they can attend 
those meetings. The schools needs to be creative and in the 
successful places I think they are creative in making that time 
available for meetings.  
Deb: I was just going to say certainly a feeling of that this 
student is everybody’s issue. How can we as a school help 
this child fit in, feel a part of it, how can we help this 
inclusion to work. But I think it is where a teacher is made to 
feel that it is their child and their problem and that they’re 
really not very interested I think that is where things can fall 
down.
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It would involve a cross section 
of people, so whether it is the 
parents and the aides and 
everybody would be involved, 
the Principal, whether it is 
someone on the support team, 
whether it is someone from 
outside agencies, they would 
be working to a document. 
So they would have a plan and 
they would be working to that 
plan, and they would be 
Julianne: Deb, this year with you going into a regular class 
again, do you have a student with a disability with you in 
your classroom? 
Deb: No, I don’t.  
Julianne: Within your school are there some students with 
disabilities? 
Deb: Yes, we have three students who receive Category A 
funding. One particular student is the highest need student in 
the whole of the McArthur District. She is supposedly 
included but she is in a terrapin by herself with her aides 
because of the severity of the disability, but other students do 
go and spend time with her and she obviously spends recess 
and lunch in the playground, always having an aide with her. 
But yeah, because of her seizures and lot of issues like that, 
she is actually in her own terrapin, but yes there are three 
students receiving Category A funding. 
Julianne: In terms of the collaboration for those teachers 
while you can’t speak on their behalf, the district allocation, 
that applies to them within your school, you actually see that 
happening for them? They do have some of their time – away 
from their class so they can have the opportunity to attend 
meetings, the time for both formal and informal 
conversation? 
Deb: Sometimes, there are times, one particular teacher who 
felt that whenever people came into her room it was to talk 
about these particular students. If she was having lunch there 
was a support teacher or whoever in the school they only 
wanted to talk about these particular students and she just felt 
that all of her time, her spare time, her non contact time was 
spent talking about these particular students – and what about 
the rest of my class. And that was her really big concern. 
There was certainly lots of support for her, but once again 
she found it very stressful having to deal with so many 
different people about two children that she felt that all her 
time went into these two students and it really stressed her 
because she felt she wasn’t giving the other students in her 
class the same sort of attention really. 
Julianne: In the beginning you mentioned the introduction of 
the policy, the introduction of inclusion. I guess you meant 
the ISDP policy and the first steps of kids being included. 
The sense we get from some of the comments thrown up 
from the teachers and the teacher in the special education unit 
is that they didn’t feel involved with the policy-making, it 
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each person would have roles 
in it.
… a feeling of that this student 
is everybody’s issue. 
...where a teacher is made to 
feel that it is their child and 
their problem and that they’re 
really not very interested I 
think that is where things can 
fall down. 
If she was having lunch there 
was a support teacher or 
whoever in the school they 
only wanted to talk about these 
particular students and she just 
felt that all of her time, her 
spare time, her non contact 
time was spent talking about 
these particular students – and 
what about the rest of my class.
came down on top of them. It was here, then you do it, little 
teacher voice in the process. 
Jo: With our paper we were wanting to highlight the process 
of change, just purely in its own right, change with anything 
whatever it is. And we tried to parallel that at the end of our 
assignment there with an issue relating to inclusion and 
change and I think that was summarised, I know that I read 
back through that and really felt that did summarise for me, 
how I felt about it. Developing the awareness and knowledge 
about what inclusion, looking at the socio-political context 
that drives inclusion. Awareness of the research, of the 
problems that are going to be inevitable, the implementation 
and that is a process that takes place over time. It can’t be 
expected to be instantaneous. And the fact that there is 
research to tell us what will promote the success of inclusion. 
We know there is already research there saying what we need 
to do. The painful part of the whole thing was to realise that 
did not ever happen. It did not happen for me, it did not 
happen for Deb, it did not happen for the teachers we talked 
to and without that where are you really? There is nothing to 
base anything on, people, you know people didn’t even 
realise that there was the Discrimination Act involved here. 
There is a whole bunch of things, people are surprised when 
they realise that it isn’t a choice or an alternative. Yes that 
whole background knowledge. Not to mention the next stage 
where we’ve got two and three years later looking at the 
impact. In terms of issues relating to the individual, issues 
relating to organisational problems. All of that and the 
discussion around that … if that had been taken into 
consideration we would be looking at our class sizes more 
closely and our professional development. Awareness raising 
whether that should be in classrooms or with the kids in our 
classes, or the parents in our community. People have a 
strong aversion, some people do have a strong aversion to 
people with disabilities, and even though that is unfortunate 
and we can look at that however we like, it still needs to be 
looked at as a problem in its own right. What do we do when 
we see someone who looks really different. Kids need to 
learn that, adults need to learn that, you know, we look away 
we treat them like, all those things. People don’t know what 
to do. There has been a real gap, what’s happening now is 
that we are starting to figure out some of this stuff as we go 
along so now people are trying to go back and look at things. 
And that is causing problems, organisationally and so the 
problems are coming up and then people are trying to solve 
them. 
Jo: Going straight on down there broadening the knowledge 
Inclusive Schooling: Contexts, Texts and Politics 132
… that they didn’t feel 
involved with the policy-
making, it came down on top 
of them. 
Developing the awareness and 
knowledge about inclusion, 
looking at the socio-political 
context that drives inclusion.
Awareness of the research, of 
the problems that are  
going to be inevitable, the 
implementation and that is a 
process that takes place over 
time.
.
People have a strong aversion, 
some people do have a strong 
of teaching styles and strategies, inclusive practices, probably 
reading Bloom’s taxonomy, adaptive curriculum the whole 
thing is about how inclusion is affecting the educator. We’ve 
talked a lot about how inclusion is going to affect the child 
not the educator, and I think that is really important. 
Deb: An interesting comment that really made me stop and 
think this year came from this particular teacher. She said “as 
educators we are expected to teach students as individuals, 
but how many stop and look at teachers and treat them as 
individuals” and think well hey will this particular teacher be 
able to cope in this particular situation.  
Deb: There is an issue there too for the pre-teacher training 
don’t you think? 
Julianne: Yes. 
Deb: If only there were opportunities for teachers to get to 
spend that much time together and discuss issues without the 
commitment of having a class or whatever it is. I mean it is 
the one stage in your teaching career where you are getting 
the practical side, you know what kind of talking about a 
little bit but it is a perfect opportunity to look at the 
strategies, and all those things that we just talked about. I 
think there is a lot more room for links between schools now 
and the needs of people and teachers of now and feeding that 
back to Uni, I know it happens to some degree but I think 
there is a lot more that could be done there. 
Julianne: Would either of you like to comment about what 
has been your experience and in that you can relate it to your 
role as support teacher or your general impression about the 
implementation of the policy. 
Jo: Well my experience really I guess as [a] support teacher 
has been, it’s been battling really in one word, and you feel 
like it is an uphill thing all the time. That I don’t feel like 
there is enough of me to offer the support that people want. 
I’m not sure that there is enough of anybody to offer the 
support that anybody really wants. But yeah, the way my 
experience has been just up until this point would really have 
to say a battle and you have small wins along the way, in 
isolated circumstances. At the end of the day I’m not sure 
that we’re in front. Not sure that we are winning the overall 
battle. Is this really working? Are these kids coming out with 
the skills that we want them to have? Are other regular kids 
and teachers, parents and communities really changing their 
attitudes towards people with disabilities, is all that 
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of having a class.  
happening, I mean it is very early days anyway, but I’ve 
think they’ve got a long way to go before that would actually 
be the case. 
Deb: When I started in the support service, that was three 
years ago. As a support service we were talked through the 
policy. So we were all given a copy of the policy and we had 
someone from Hobart come up to talk through the policy 
with us. That was the first time I became aware of it, and then 
of course through your course, we covered it as well there. 
And then I guess just something that we were referred to as 
we’ve spoken to teachers, we refer to this policy (ISDP) and 
this is why we have to work towards the goal of including 
students. 
Julianne: For teachers in the regular school is the way 
they’re getting access to this policy through support teachers? 
They would be the key link?  
Deb: I think so, I don’t know how many schools have 
actually addressed the policy to their staff, I imagine it would 
have been just another policy that was waved, oh another 
policy, put it on a shelf, and perhaps it was only when 
teachers learnt that they were going to be having an included 
student that perhaps then they thought, geee, you know press 
the panic buttons what does that mean? And maybe it was 
only then that they heard about the policy. But it was 
certainly from my experience, most teachers didn’t even 
know about it. 
Julianne: So the role was very much carried by the support 
school rather than by the Principals? Do you think that’s how 
most teachers were finding out? 
Deb: I’ve never read a lot about it really. I’ve never heard 
staff like, mention it, KILOS and KINOS roll off the tongue 
these days. No-one talks about the Inclusion of students with 
disabilities policy. 
Deb: I mentioned before even the Disability Discrimination 
Act. I mean most teachers I don’t think are aware of that 
being out there. 
Jo: As far as work, like when I went to Canada for twelve 
months it was absolutely fascinating I have to say to compare 
things. One of the things that really struck me in Canada was 
my buddy. You nominate a buddy when you go on exchange. 
She was a teacher of a group of eight students all with severe 
behaviour disorders and they killed little animals and horrible 
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I imagine it would have been 
things. Anyway these kids, the goal was to include these kids 
in the long run. And while I was there I did see two kids out 
of this room develop relationships and links with another 
class which developed into full time participation in that 
regular setting. It was like a unit within the school and they 
had their own classroom, they didn’t play with the other kids, 
recess and lunch was different. They did link in some classes 
and gradually build up connections. But the main thing there 
was that it was three years they had to spend with, if they 
were in that unit they were there for three years or in another 
one in the District, and after that three year time it was 
considered appropriate that they be included. In that time 
they would focus on social skills and life skills, and I don’t 
mean token life skills and social skill programs it was full on 
teaching them skills that they needed. The rehearsal of role 
playing, everyday practice, practice, practice, until they were 
capable, and they were able to be included successfully and 
be a full part. A regular kid in a regular classroom, to the best 
of their ability. And it was just amazing. I’m not talking 
about an actual mental disability in the most of these cases. 
Though some of those kids would have had some intellectual 
disability. So for me it has been a comparison thing. Like 
I’ve loved being able to compare what I see there knowing 
what we know, about the research, about change and the 
things that we need to have happening. Immediately the 
support teacher’s job I guess it’s heaps of work it can be a bit 
depressing some times. Because you feel like, people see you 
and think ‘Oh no’. Not always though, they do see you as 
being a support person and I know that I’m grateful for 
positive feedback. About support, but you don’t feel like you 
can give them enough, so it is a frustration. And my own 
personal learning, I’ve never known a time where I’ve learnt 
as much in the past. The two years in the support service and 
my year in Canada, I’ve never experienced such a steep 
learning curve and such an interesting time. I can’t believe 
how much I’ve learned and that is going to impact on my 
future teaching career significantly.
Jo: For my personal point of view I’ve learned a lot by being 
this role, not necessarily related to inclusion though. The role 
itself, which is a coordinating role, you facilitate, you design 
programs, you monitor programs, you support people, you 
work in a team, and I love working as a team. And it’s given 
me direction in a sense of my career, so the role itself has 
been wonderful in my personal life. I mean Debbie and I 
have this conversation all the time, and I just love my job, I 
absolutely love it completely, 100%. And all the things that it 
is composed of. And that’s really nice from a personal point 
of view, it’s also scary too, because I just don’t know where I 
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About support, but you don’t 
feel like you can give them 
enough, so it is a frustration.
can go cause I’d like to broaden the experience of my career 
and I don’t know where I can go and get such a wide range 
of exciting, interesting experiences that I’m having in this 
job.
Deb: Well yes certainly the two years in the support service 
and the experience with the policy, was a huge learning 
curve. And there were times that you know, I’d think oh why 
am I doing this? But now looking back I realised that I’ve 
learned so much and yeah, certainly the experience has 
impacted on my teaching now. Definitely, as far as personal 
wellbeing goes, there was certainly times when I did feel 
stressed in the role in that, I was concerned for how other 
people were coping. Like just seeing the impact of inclusion 
on other teachers. And they’d see you coming along and you 
know ‘ohh no she wants another IEP meeting’. And the 
pressure as far as funding goes, around funding time, you feel 
certainly pressured and stressed when teachers, Principals 
and you have to say can you get us more money and we need 
more support, we need more funding, and everybody saw 
their case as being number 1, whereas we had the big picture 
and could see the overview across our Cluster, but at the 
same time we acknowledge that yes, we acknowledge their 
needs as well. So there was certainly times where personally 
I would feel stressed because you want to, you’d love to 
make everybody really happy but that wasn’t possible. And 
being in the situation of okay there is only this much money, 
where are we going to cut back, you know and we were in 
that decision making situation, where we had to choose 
between particular children, and that was certainly at times, 
you know, gosh I’m actually having a say in how much 
funding this child will receive next year and that was fairly 
daunting at times. Certainly a great opportunity for learning. 
Deb: But like I’ve often said to Jo, perhaps a disadvantage of 
having so much professional development is that you have 
very high expectations of yourself, and you want to be able to 
do all these things that you’ve learnt about, like yesterday. So 
that’s a bit of a disadvantage in a way, because I find that I 
put a lot of pressure on myself because I want all these things 
in place. And I guess you just have to step back and realise 
that you can only do so much, and small steps at a time are 
the way to go. But I am enjoying myself. 
Jo: What is the policy contributing to schooling? A raised 
awareness of disabilities. Good and bad. Support networking. 
I think it has built connections between departments that 
didn’t use to exist. Whether it is the community health 
services, whether it is the drug and alcohol, whether it is the 
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family support services or the, accessing the state coordinator 
of disabilities, or looking at computer software and linking it 
to somebody that can access a whole range, it is just, it makes 
us tap into outside resources. Sunshine clubs approaching 
people for funding and support, whether it’s service clubs, 
peers support clubs or you know I think people are being 
more creative in ways that they can provide support and 
access money and access other departments to collaborate or 
whatever. I mean, there has to be some positives, and I think 
there is no doubt, I didn’t even know half of these services 
existed and to tell you the truth, I didn’t even know much 
about a speech pathologist, a guidance officer and a social 
worker in the time that I’d been teaching in a regular class. 
And in this job I realised how important those people are and 
what they can offer, not only those people but outside 
agencies with whom they sort of link and connect. Just 
critical. Linking with doctors. You know who would have 
ever thought that I would sit at a meeting as a teacher with 
the kid’s doctor. But yet with a kid with high needs that is 
critical. So it’s that whole linking and networking and I think 
that is a positive thing. 
Deb: I really do feel that schools and districts do need to 
look at the teachers who they are planning, they are hoping 
will work with these students. I really think that is critical. 
And that another critical issue is that it needs to be a whole 
school approach. The whole school and how the whole 
school helps make it work. 
Jo: You need to get the whole school interested, I know that 
I ran a PD session, I didn’t run it myself but I organised a 
session around cerebral palsy in a high school cause there’d 
been a few teachers who were sort of noticing some areas 
that they needed to work on to help meet students needs. So I 
arranged for the State Coordinator of People with Physical 
Disabilities and the student’s own Occupation therapist, 
parent permission and you know not a single person took 
notes. We had a video, they were two extremely experienced 
people there. The information they gave, I’ve never seen 
anything so practical. You know, dot point teacher friendly, 
instant things you could do tomorrow in your classrooms, 
stuff that I would love myself. And not a person took notes, 
not a person said thanks, not one person asked a question. 
Now you can’t have people coming and spend their precious 
time doing that when people aren’t receptive. So therefore we 
have to get people wanting to know, about this stuff. So there 
has to be some pressure applied too somewhere along the line 
… within reason of course.
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Pretext to policy as ‘text’ 
In the following part of the thesis text, ‘Policy as ‘text’’ Lou an education policy-maker, is the 
central character in the story. Her story is both a professional and personal story. Lou is a senior 
bureaucrat and had responsibility for Equity programs between 1995-1998. Lou’s story is 
composed of several parts. The particular experiences of her professional story which are recorded 
as part of the ‘data story’ (Lather and Smithies 1997,p. 34), of the thesis text relate to her 
experiences of managing policy implementation centred on the Equity policy and the ISDP. 
Following the structure of the preceding stories in the narrative collection, the story, ‘Policy as 
‘text’’ has a beginning, middle and an end. The first section of the story is Lou’s narrative 
constructed from experiences in 1996.  The particulars of this part of the narrative derive from the 
opening session presented to EBA 720; the program of professional development referred to in the 
second story series ‘The Teacher Tales’.
In the strip text and blocks of literary text that divide Lou’s initial constructions of the ISDP, the 
story line extends to include elements of the Federal umbrella policy, the National Strategy on 
Equity in Schooling (NSES) and the current Australian political context and its impact on social 
justice policies in education. In the Tasmanian context, the Federal policy, the NSES is the 
umbrella policy to the ISDP.  The immediate impact in Tasmanian schools has been the increasing 
numbers of students with disabilities in mainstream settings28. Running as strip text at the top of 
the page Lou’s words describes the policy context in 1996. Positioned beneath this, and then 
overtaking her narrative I contextualise some recent policy changes in the Tasmanian state 
government education bureaucracy and the persistence of the market view of education. Included 
in this discussion is the rethreading of the issue of gender politics that I have introduced earlier in 
the thesis.  
Following the plot construction of the previous stories of the series, Lou’s story ends with a semi-
structured interview. The procedural elements of the semi-structured interview are the same as 
described in the pretext to ‘The Teacher Tales’. Narrating policy as ‘text’, through the double 
method of the research design, I juxtapose conversation against policy, and the positioning of the 
bureaucracy - the systemic context of education in the state of Tasmania.  Here I am attempting a 
methodological probing of educational policy analysis and the resultant reception and circulation 
of policy effects within one educational system. My feminist/poststructuralist position defers from 
the reductionist and more familiar normative and regulatory assumptions of functionalist policy 
analysis reported in the education literature.  
In her story Lou reflects on injustice and advocates social justice. She has a close knowledge of 
schools and their functioning through her professional and personal selves. The text in this story 
series attempts to ‘put the authority of its own affirmations in doubt, an undercutting that causes a 
                                                 
28 In 1997 in the government school system, 757 students with disabilites were receiving central support, 184 
were enrolled in primary schools, 46 in high schools, 28 in colleges, 218 in specialist settings (special 
schoools/units) and 255 in early intervention  programs (Bridge and Moss 1997, p. 7).
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doubling of meaning that adds sense of mutivariance and fluidities’ (Lather 1996b, p.533). This 
helps me to navigate in ‘(necessarily) troubled waters of this inquiry … a movement in between, 
with, and across academic “high theory”’ (Lather 1996b, p.534). Lou’s account as a policy-maker 
is contextualised within and against the present tensions of education. Some aspects of the 
tensions between policy constraints and practise are explained by the policy-maker’s story. 
Currently within Australian education there is an ongoing tension between the marketisation of 
education and social reform (Kenway 1992; Kenway & Epstein 1996; Lingard 1997; Lingard 
1998; Marginson 1997). Though not widely recognised as such, inclusive schooling is also 
entwined within this debate. In part four, I analyse in more detail the issues of meaning, power 
and subjectivity that emerge from these two texts, the NSES and the ISDP. Both policies were 
enacted during the economic reform period of the Federal Keating Labor government, while the 
ISDP was developed during the time of the Liberal conservative government of Tasmania.  
The approach to policy analysis I have adapted in this story series is consistent with the 
feminist/poststructuralist methodological position of the thesis. Ball (1994) reminds us that in 
general policy studies appear to be methodologically unsophisticated and pay little attention to 
issues of language and taken for granted meaning. Taylor (1997, p.24), in advocating the use of 
policy studies based on poststructuralist approaches, emphasises the importance of acknowledging 
issues of meaning and related policy effects of the policy rather than on policy intentions; policy 
effects are frequently mediated by questions of subjectivity and interpretation. Taylor (1997) 
demonstrates how discourse theory has been used to enhance the exploration of policy in her 
ongoing work on equity, policy and the politics of change. From the perspective of discourse 
theory, she views policy-making as an arena of struggle over meanings constructed in a political 
context.  
The positions advocated by Ball (1994) and Taylor (1997) are a sharp departure from the 
methodological and epistemological cannons that are applied in the school effectiveness and 
school improvement literature. The general failure of effective schooling research and the ‘its 
operational branch’ (Slee, Weiner and Tomlinson (1998 p.1), the school improvement movement 
to respond to needs of disadvantaged students is noted in a recent anthology of works edited by 
Slee, Weiner and Tomlinson (1998).  The thesis of Slee et al. (1998) is that ‘school effectiveness 
research bleaches context from its analytic frame…The politics of identity and failure are 
irrelevant data for the school effectiveness researcher (p.5).  In my thesis I attempt to 
contextualise a study of one policy intended to educate all students, within the methodological sett 
of feminist poststructuralist research. I attempt this through firstly the production of the ‘data 
story’ (Lather and Smithies 1997,p.34) of the policy narrative, then followed by the reading of the 
story as part of the texts in the analysis in part four the ‘big story’ of inclusive schooling.  
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Story series: Policy as ‘text’ 
 
 Lou: 
A lot of money goes into education in a democratic society. I remember Bob Connell saying that 
the real mark of an effective education system is not how well you do for the advantaged, but how 
well you do for the disadvantaged. Because the advantaged go in advantaged, they come out 
advantaged. In the past we have tended to not look at mainstream schooling, [closely] not look at 
what we do in classrooms and the way we organise curriculum, the way we talk in classrooms. 
We positioned the problem in the individual and said this individual has a problem, they are 
disadvantaged and therefore what we need is some catch up programs to ensure that they achieve 
as well as everybody else. The way we structure it, [education] the way we teach it, that actually 
adds to the disadvantage. 
In recent years within Australian school systems there has been a partial devolution of 
responsibilities to local school management. The rhetoric of self – governing schools with its 
emphasises on co-operation and empowerment, has in reality tended towards standardisation and 
rationalisation. Drawn from the uncritical appraisal of the power of the global effective schooling 
machinery and school effectiveness research, Australian education under a Coalition Federal 
government has fallen prey to the populist discourse of raising standards and the unrelenting ‘back 
to basics’ slogans. The Coalition government has focused firmly on literacy and numeracy as ‘the 
core business of schools’ (Lingard 1997,p.6). Michael Apple describes a similar context and the 
advance of the ‘back to basics’ rhetoric in the United States in the early 1990’s: 
Economic modernisers educational efficiency experts, neo-conservatives, segments of 
the new right, many working and lower middle-class parents, who believe that their 
children’s futures are threatened by a school system that does not guarantee jobs and 
membership of the new middle class and whose own mobility is dependent upon 
technically and administratively orientated knowledge have formed a close and 
contradictory alliance to return us to ‘the basics’, to appropriate values and dispositions 
to efficiency and accountability, and to a close connection between schools and an 
economy in crisis (Apple 1993, p.20).  
In Australia, the desire for international competitiveness has forced the proliferation of the view of 
economic modernising conceptualised by Apple (1993). The new post-Labor ideological framing 
of smaller governments, the reduction of union power and the advance of market driven culture of  
schooling creates a new set of parameters for social justice issues.  
 Lou:
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Inclusion – what can I say? Probably without doubt the most controversial policy document in the 
education system. The inclusion policy is the result of Federal legislation called Disability 
Discrimination Legislation but is also an underpinning commitment to social justice for people 
with disabilities. In many other states the inclusion policy has come as a result of parental concern 
and a desire for their children to be involved, students with disabilities to be involved in 
mainstream education. It would be true to say in the Tasmanian system that there has been a little 
more central initiatives but even so it is non negotiable now because of Disability Discrimination 
legislation. The placement of students with disabilities in regular schools is the preferred
education option [aside – very important]. To the fullest extent possible students with disabilities 
should be educated in the company of their own peers, while also being provided with a 
curriculum and support to effectively meet their needs. Goal number one is based on the whole 
flavour of that we’ve been talking about, the social justice issues. Years ago it was an educational 
issue that said we believed that people with disabilities are better off being educated in a 
segregated environment in special schools. Now it has become a social justice and human rights 
issue. The Department is committed to maintaining a range of options. If you ever hear people 
saying about closing special schools you can say with confidence that it is not the case, this 
government is committed to maintaining a range of options, with the preferred option being 
education in regular schools. 
2 Any directions for education?
Implemented within a period of economisation the NSES and the ISDP are contextualised within 
an ambiguous and unsettled education marketplace. Jane Kenway, Director of the Deakin Centre 
for Educational and Change at Deakin University in observing the early signs of commodification 
of knowledge in the early 1990’s, explains how knowledge has been subsumed as an economic 
indicator. ‘(K)nowledge is to be regarded as a investment which pays off for individuals in a job, 
for industry in a better trained labour force and for the nation in economic growth. Education is to 
be thought of in market terms and the market is to guide educational priorities and funding’ 
(Kenway 1992, p. 69). Lingard, contextualising the recent Australian social and political 
experience of the ‘problematic coalition of the markets and social justice’ (1997,p.4) poignantly 
notes for us, ‘social justice has no universal meaning which exists outside of historical and 
political time and place’ (1997, p.4). In the Tasmanian context the continuance of the 
marketisation of education at work can be read in the 1997 DECCD statement Directions for 
Education.18.
Lou:
One real concern to me, let’s leave the resource issue out for the moment because that is all we 
hear, but in relation to professional development, it is an expectation that within the next decade 
students with disabilities in a majority of cases will be educated in the regular school environment. 
                                                 
18 In August 1998, the Tasmanian Liberal government was defeated. Directions for Education (DECCD 
1997) is no longer a priority. The personnel involved in the executive positions of the Department of 
Education have changed. Corporate managerialism and ‘back to basics’ rhetoric, as expressed in Directions 
for Education however continues to recur in the organisational discourse. The 1999 Literacy and Numeracy 
plan, for example states ’ The D of E currently places a particular emphasis on the skills and processes of 
reading and writing because competence in these processes is a prerequisite to successful schooling (1999, 
p.6).
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It is clear that all teachers who are being educated in this institution [University of Tasmania] and 
those who are already out there in schools, are at some stage going to deal with a student with a 
disability in the classroom. How do you go about giving them the required professional 
development support they need? We have offered courses for staff in this area but for many 
people it is not an issue until the kid fronts on the doorstep and they think no-one’s prepared me, 
and we say yes that’s right but how do you get around that? It is the big body of stuff, if we really 
believe that this is going to work then we are going to have this students going through the regular 
classrooms all teachers are going to need to deal with it. How do we deal with it from a 
professional development point of view? 
The priorities named in the Directions for Education include the establishment of formal 
agreements between the Government, schools, parents and their local communities. The
agreements are ‘to spell out what the school priorities are and what students will achieve’. The
listing of the educational priorities are literacy, numeracy, information technology, vocational 
education and behaviour management. Schools are placed in a context to ‘make more of their own 
decisions and receive better support with more resources “through the school gate”. This support 
will include improved and better-focused professional development for teachers’. The rhetorical 
focus of the Directions for Education is helping students to learn more. The six directions reported 
are:
• Learning outcomes will be measured monitored and reported with schools being 
accountable for improving these outcomes. 
• Schools and their communities, in partnership with the Government will determine the 
learning outcomes that schools will deliver, through formal agreements. 
• There will be more opportunities for local decision making and flexibility in school 
operations and ‘more funds through the school gate’.
• There will be improved school leadership through principal accreditation and 
performance based contracts. 
• School staff will be better equipped and empowered to do the job required of them, 
through improved professional development opportunities. 
• Schools will have access to modern information technology to facilitate teaching and 
learning processes as well as accountability and administrative arrangements.  3 The National Strategy for Equity in Schooling 
Released in 1994, the NSES was the response of the Ministerial Council on Education, 
Employment, Training and Youth Affairs (MCEETYA) to a unified State, Territory and 
Commonwealth approach to equity objectives. The strategy is described as ‘a broad framework 
for nationally agreed gaols and priorities. It incorporates and builds on State, Territory and 
Commonwealth policies and programs addressing equity objectives’ (NSES preface, MCEETYA 
1994). V.A. Chadwick, then chair of MCEETYA, describes the strategy as ‘a historic moment in 
the provision of school education’ (NSES preface, MCEETYA 1994). In the policy all those who 
have responsibilities for school education are asked to see equity as an important issue requiring a 
national and long-term commitment. ‘We want to be sure that all our young people participate 
fully and successfully in education and become active and informed citizens’ (NSES preface, 
MCEETYA 1994). In the NSES equity in schooling is described as: 
the concept of equal access to school education and the fair and just 
distribution of benefits from the school education system. The concept is based 
on the belief that all children have a right to an effective education. Australian 
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schools are for all students-not just for the economically privileged, the able 
bodied or the intellectually clever (MCEETYA 1994, p.2).
In 1995, the DECCD released an equity policy that makes specific reference to the NSES and the 
target group of students with disabilities through the ISDP (DECCD 1995a). Through these two 
policy documents the ‘placement of students with disabilities in regular schools is the preferred
option of educating students in Tasmania’. The key principles to achieve more equitable systems 
of school education as identified in the NSES are:  
• all students have the capacity to learn irrespective of their sex, culture, linguistic 
background, race, location, socioeconomic background or disability. 
• there should be a focus on students from groups whose participation and range of 
educational outcomes are currently significantly lower than for the population as a 
whole, and which require additional support and resources to improve their 
educational outcomes 
• priority assistance should be directed to those in most need 
• achieving improvements in student’s educational outcomes requires cooperation 
between school authorities, teachers parents and students. 
• the monitoring of students’ achievement and the reporting of outcomes is essential 
to improving the situation of disadvantaged students 
(National Strategy for Equity Schooling, MCEETYA 1994, p.2)
These principles are adopted in the Equity policy (DECCD 1995a) and are acknowledged as 
providing the rationale and philosophical basis of the ISDP (1995b) 
4 The goals of the National Strategy for Equity in Schooling 
Goal 1: Access and Participation
– increase the participation rate of identified priority groups in relation to the 
nationally accepted target (95%) for the whole school student population; 
– increase the successful completion of students in priority groups to year 12 or 
equivalent; 
– ensure that priority group students have access to a comprehensive range of 
educational opportunities; 
– maximise access to pre-school provision that facilitates transition to school for 
families and children in the priority groups. 
Goal 2: Educational Outcomes
– lifting the attainment levels of students in the priority groups; 
– ensuring that the range of outcomes for students in the priority groups is the 
same as those for the remainder of the student population; 
–     increasing the post-school education, training and employment participation of 
students from the priority groups. (MCEETYA 1994,p. 6) 
Priority areas for action: five areas 
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• Curriculum and assessment The NSES aims to ensure that curriculum and assessment 
are inclusive and relevant for all students. 
• Teaching The NSES aims to ensure that teachers of all students apply both general and 
specific knowledge and skills and attitudes that are inclusive of the perspectives of 
students in the priority groups. 
• Awareness and commitment among the education community As a vehicle for 
increasing the understanding amongst teachers, policy-makers, administrators and the 
general community, of the needs and capacities of the students in the priority groups 
and of the benefits of strategic action, the NSES aims to ensure that the parents of 
students in the priority groups are able to exercise their right to participation in 
decisions about their children’s education. 
• School environment The NSES aims to ensure the provision of a supportive school 
environment – one in which the social cultural and physical elements provide a basis 
for valuing and empowering students and meeting their needs in an equitable manner. 
• Use of resources The NSES aims to ensure the optimal use of resources. This is 
achieved when policies and methods of allocation are consistent with principles of 
equity – that is, resources are targeted at those students that are the most disadvantaged 
and are used effectively and efficiently, and sharing and collaboration in their use is 
encouraged and enhanced.                                                                 (MCEETYA 
1994,p.7)
Within the policy, each of the above areas has sets of expected outcomes. The outcomes of the 
five areas are: 
• the development of curriculum that is inclusive of students of the target groups; 
• participation in the full range of curriculum areas as set out in the common agreed gaols 
for schooling in Australia; 
• collaboration with parents and communities; 
• acquiring the attributes of tolerant and participative citizens; 
• the importance of basic literacy;  
• preservice preparation that recognises the needs of target groups; 
• professional development opportunities to allow practising teachers to extend their 
competencies in teaching students in the priority groups, to challenge discriminatory 
behaviours and to educate for democratic participation; 
• planning and monitoring of educational objectives.  
                 (MCEETYA 1994,p.8-9) 5 Reform or reproduction ? 
Chadwick (1994) in the preface to the NSES asserts that the strategy is ‘historic’. The question is 
however begged what makes the strategy historic? The implementation of the policy occurred 
during the period when the Federal Labor government was attempting to restructure the economy, 
to make it more internationally competitive, to restructure the public sector and reconstitute 
federalism as a part of the bid to create an efficient national economic infrastructure (Lingard 
1997, p.4). The representing of the NSES as historic is perhaps an over zealous interpretation of 
the work of the MCEETYA group.  
As Lingard continues: 
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These developments were accompanied by rhetorical statements about social justice 
and improving access to, performance in and outcomes from formal education for 
disadvantaged or target groups, usually defined as girls from low socioeconomic 
backgrounds, Aboriginal and Torres Strait Islander students, those from non-english 
speaking backgrounds and those with disabilities of a variety of kinds. However the 
underpinning conception of social justice was weakened through its coupling or 
subordination to the broader economic and managerialist restructurings (Lingard 1997, 
p.4).
 
The intentions of access and opportunity within Australian education as outlined in the NSES
were affirmed twenty five years earlier in the Report of the Interim Committee for the Australian 
Schools Commission, chaired by Professor Peter Karmel 1973, (other wise referred to as the 
Karmel Report). One of the landmark recommendations of the Karmel Report was to increase 
funding to non-government schools to extend equality of opportunity to this sector of education.
As chapter three of the report states: 
Equality of opportunity has been an important social goal which, in Australia, schools 
have been given a major responsibility for achieving … Ideally, it has been accepted 
that access, provision, or the opportunity for a prolonged education should not depend 
on the capacity to the child’s family to support his schooling; and since the second 
world war public policies have moved progressively towards realising this ideal … The 
Australian interpretation of equal opportunity has, then, been confined to public 
schooling, and has been interpreted there as equal and, in the main, uniform provision 
through out the state for which each education authority is responsible (Karmel 1973, 
p.16).
 
Marginson in reviewing the impact of the Karmel Report and the effect on social justice policy in 
Australian education refers to the internal flaw in the Karmel committee’s reference to the ‘classic
indicator of equality of opportunity – the same average level of achievement in each social group, 
so that education no longer reproduced social inequalities’ (Marginson 1997b, p.55). In the 
implementation of the Karmel Report in subsequent years, the same amounts of additional 
government money had different meanings in different school contexts. The additional monies 
helped the government schools, but they did more than that for the private schools, they enabled 
the Catholic schools to survive, and the elite private schools to flourish, providing a powerful 
counter model to the strategy of equality of opportunity through a system of comprehensive 
government schooling (Marginson 1997b, p.56).   
Taken together the two goals of the NSES, Access and participation and Educational outcomes, 
assume that groups of students identified, as disadvantaged will have the same educational 
opportunities as those in the remainder of the student population. They will be expected to achieve 
the same rates of participation, attendance and completion and the same range of educational 
attainment as students in the general population. The latter expectation implies a rise in the 
educational attainment of all disadvantaged students. The outcomes of ‘equal’ opportunity 
provisions as had previously been seen in the Karmel recommendations are perpetuated in the 
NSES. Despite 25 years of active perusal of goals of equality within Australian schools, equity is 
still defined in terms of access. The lack of convincing change to long-term participation by
disadvantaged groups in education has been repeatedly noted in the academic literature29.
 
29 I have earlier made detailed reference to the positions of Connell (1994) and Slee (1996a, 1996b), to 
outline the contradictions and tensions which currently exist in the framing and implementation of equity 
policy. Refer to pp.83-85 of the thesis text. 
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6 The NSES 1994 -1999
Five years since the release of the NSES strategy, there is, however, little evidence that the 
strategy has effected any change within educational structures or the broader social inequities of 
Australian life. The years since the election of the Howard conservative government have been in 
my view, the most miserable years for social justice issues. The two H’s (Melleuish 1998, p.8) 
Prime Minister John Howard and the Federal member of Oxley19 Pauline Hanson, have 
proliferated an anti-indigenous, anti multicultural, anti-Asian stance, previously unknown in 
Australian politics. Keating and the deposed Labour government had attempted to paint in their 
big picture an Australia that was coloured by a multicultural community, and a global trading 
nation heading toward a republic. Melleuish (1998, p.9) refers to Keating and Hanson as being 
representative of ‘the great polarity that has grown up in Australia in the 1990’s between radical 
cultural transformation and nostalgia for the past. It is as of there were two Australia’s: one 
charging with breakneck speed into the future and another clinging desperately to the virtues of 
the Australian past’.
 
In reviewing the political events which have impacted on social justice policy in Australia, 
Lingard (1997,p. 5) notes the action of the Federal Coalition on assuming government in March 
1996. Soon after their election, the Coalition appointed a National Commission of Audit. The 
commission reported in June 1996 and made recommendations in relation to the three sections of 
education. The Audit supported a return to an earlier ‘‘coordinate model of federalism’’ (Lingard 
1997,p.6), with the states responsible for schooling and the Commonwealth responsible for both 
Technical and Further Education (TAFE) and the universities. The Audit also suggested that in 
return of the schooling to the states that the Commonwealth should seek the States agreement to 
provide data for the collection and publication of national aggregate statistics on program output 
and outcome.  The Audit agenda however was not implemented, but the failure to implement the 
decisions of the audit, has not seen any weakening by the Coalition’s Schools Minister Dr. David 
Kemp and his determination to restructure Australian education, particularly through the 
weakening of the government school system.  
In 1977, 78.9% of children were enrolled in government schools, in 1983 the government’s share 
had dropped to 75.6%, by 1990 the percentage was 72.1% (Marginson 1997b, p.69) and in 1995 it 
went down to 71.0 % (Marginson 1997b, 239). The numbers of new private schools have 
continued to increase. Under the Coalition government the private sector’s share of total school 
enrolments continues to rise. The continuances of the old established orders in terms of wealth, 
gain and educational opportunity have continued.  As Marginson (1997b, p.257) states under 
these conditions educational institutions are in a more ambiguous position than before.  
There was now no government consensus on the question of plural identity. Further, in 
private schooling, the Howard government was creating the chain of separated 
monocultures, while also weakening the common government schools which had the 
chief practical role in producing mixing and tolerance – thus creating difference without 
unity in private schooling without difference in government schooling. It was a familiar 
double standard, akin to the stance taken by conservatives in the choice debate, where 
they supported freedom of choice in private schooling and opposed it as undisciplined 
in the government schools.
 
19 Ms. Hanson was defeated in the  October3rd 1998 Federal election. 
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Dr David Kemp, the continuing incumbent of the Federal Ministry for Employment, Education 
and Training, in his insistence on national testing programs, the repositioning of the non-
government school sector and market driven education reform (Lingard 1998; Bulletin 20/4/99, 
p.18) has created an ambiguous and perplexing context for the place of social justice policy in 
Australia. Lingard (1997), reflecting on the positioning of social justice within the current 
Australian educational context, identifies the nostalgia we could share for past ideological 
practices, but draws attention to the underlying limitations of past policy models, regardless of 
their ideological construction. ‘At this point one could express some nostalgia of approaches for 
the social justice approaches of previous Labor governments, but such nostalgia would not get us 
very far because the past cannot be recuperated, and as indicated the Labor social justice model 
was an amalgam of those three main approaches’.30 Lingard’s remarks affirm the pressing and 
ongoing (re)conceptualisation of social justice that is required within our postmodern times. My 
attempt to break apart the normative assumptions of policy that pervade the rapid advance of the 
inclusive schooling discourses is conceptualised in this thesis text through the reading in this story 
series as policy as ‘text’; ‘policy is both text and action, words and deeds, it is what is enacted as 
what is intended…(p)olicy as practice is ‘created’ in a trialectic of dominance, resistance and 
chaos/freedom (Ball 1994,p.10-11). Positioning policy within this methodological frame, policy 
becomes an ongoing intertextual process, bringing into view the social relations in which ‘texts’ 
are embedded.  
 7 Disabling Marketisation
Although not widely acknowledged, the education of students with disabilities has a market 
driven dimension. The very inception of separate special schools raises the ‘freedom of choice’ 
issue. The separate system has its origins in the benevolent schools for students with sensory, 
physical and intellectual disabilities and continues an alliance with medical, health and 
psychological professionals. Debates over the education of students with disabilities in recent 
years have been blocked and/or marginalised by arguments over the efficacy and acceptability of 
new practices. Wider issues of comprehensive schooling and the role of separate school systems 
in this debate have been ignored largely.  Booth (1996; Booth and Ainscow 1998) has made a 
significant contribution to these debates in his observations of the English system. Booth’s view 
of inclusion is linked to the development of comprehensive community education, which he 
describes as being ‘in conflict with the prevailing discourse of ‘special needs’ and with the 
selective pressures of legislation and official policy and such contradictions need to be exposed 
for critical debate’ (1996 p. 98).  
 
30 The three approaches to social justice policy referred to by Lingard are the liberal-democratic, the liberal-
individualist and the social democratic. The three approaches identified by Lingard (1997,p. 5) in summary 
form are as follows. 1. Rawls (1972) is the best known of the liberal-democratic theorists. He argues that 
each person should have the maximum individual liberty compatible with liberty for all, and that the primary 
social goods should be distributed equally unless unequal distribution benefits the least advantaged. During 
the seventies a number of affirmative action and redistribution policies were implemented in a variety of 
political jurisdiction, founded on Rawl’s liberal-democratic philosophy which demanded some state 
intervention for the achievement of social justice. 2. The liberal-individualist or market-individualist 
conception of social justice articulated by Nozick (1976) focuses on accumulation rather than distribution 
and thus sees an interventionist role for the estate, but both work on the assumption that all individuals 
operate in their own self-interest all of the time. 3. In contrast the social democratic tradition which emphasis 
‘need’ as the primary category for public policy. The social – democratic position is based on a more 
collectivist view of society and argues that the state need to intervene against the market to ensure that the 
needs of all can be met and the common good pursued.
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In the running text to second story series ‘The Teacher Tales’ I have described the perpetuation of 
the deficit ideology in current policy formulation of inclusive schooling and practice. Focussing 
on establishment and essentialist conceptions of disabilities and the associated power of the 
medical and psychological discourses recent policy and initiatives31 such as the issues of more 
equitable funding to students with disabilities, remian outside of socio-cultural factors, including 
the importance of interrogating the broader mechanisms of distributive justice, which are the basis 
of the funding allocations of the NEPS (National Equity Programs for Schools) agreement.  
My reading of policies as ‘texts’, seeks to understand the political construction and social
constraints of the processes described as ‘inclusive’. This position recognises that policy 
implementation and the enactment through teaching may involve some additional purposes to 
schooling other than those of the quantifiable and measurable indicators of national benchmarking 
and individual student outcomes. In developing a reconceptualisation of schooling I am unafraid 
of ensuring that all children gain access to the essential skills, that is they are literate and numerate 
in their life in the next century. However, my concern is that the current market driven–
individualist view of policy implementation, school reconstruction is developed within a narrow 
frame of past solutions. Relying on rational solutions which have been unable to counter the 
narrative of disadvantaged students as deficit, solutions are now caught in a rhetoric which 
actively works against the kinds of sensibilities and cultural productions that are necessary in the 
times in which we live.  In these ‘new times’ more voices should be able to be heard throughout a 
culture – the voices of women, visible minorities, the disabled. My observations of events in 
Tasmania, the accounts from the key informants in the thesis text, and recent reviews of programs 
targeted to disadvantaged students would indicate that we live in times of the ‘return of the 
vidual deficit explanation’ (Lingard 1998,p.1).  indi
8 Gender politics 
In attempting to weave the issues of the advance of the individual deficit explanation I return to 
my earlier arguments read in the aspirations of the school effectiveness and school effects 
literature. In attempting to understand the gloss of partnerships and empowerment, as part of the 
continuing process of the rationalisation and standardisation of teaching, Apple (1986) believes is 
it is impossible to understand why teachers are subject to greater control and to government 
intervention unless we ask the question: by and large, who is doing the teaching? ‘(W)omen’s
work is very often the target of both rationalisation and attempts to gain control over it. Such 
attempts and the resistances to them become quite significant economically and politically, to say 
nothing of educationally in schools’ (p.54). The way in which females are deployed in the 
Tasmanian government system is consistent with national and international trends, which show 
that females provide the greater proportion of the workforce but that males dominate promotable 
positions (see Table 1, p.125).   
Teaching has been constructed as women’s paid work. Apple (1993, p.23) cites gender ratios for 
the teaching workforce that are similar to the statistics on Australian teachers. In western 
industrialised nations approximately two thirds of the teaching force are the size of the ratio that is 
inversely proportioned to the grade level ie, the lower the grade level, the higher the proportion of 
women teachers. Likewise, administrators are predominantly male and this increases further in the 
higher levels of the educational bureaucracy. For feminists gender is read as a master category of 
social analysis. Contemporary feminist theory challenges the universality of a male-centred 
 
31 See my earlier references to initaitves such as Children and students count (Ministerial Advisory 
Committee 1996) on pp. 76-77 of the thesis text. 
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sociology. A feminist sociology aims to liberate women from the patriarchal system of social 
rulership (Seidman 1995, p.305).
To the reader, my movement from an argument about policy to issues of gender positioning within 
school systems in a thesis about Inclusive schooling may seem a little perplexing. My turn 
however is conceived with the methodological looming of the thesis where I am looking for the 
spaces that are constructed within the discourse of Inclusive schooling and my methodolocial sett 
of feminist poststructuralism. If the theoretical basis of an idea such as inclusive schooling is to 
provide for all children, then it is to issues of identity and difference and how the master 
categories of these discourses operate within a foundational social system such as schools that we 
ought to realise. A liberatory education discourse intends to question the relationships of power 
and truth; power and knowledge within schooling. In a field, such as the special education 
knowledge tradition where policy and practices of special education have advanced the use of 
knowledge to define and separate (Rhodes 1995, p.458), there is a reticence to move across issues, 
to see issues of power, to see where issues of the status quo lie dormant. The gender politics of 
schooling is a thread that I will continue to draw through the thesis. 
Categorical structures of disability type or IQ classification have formed the basis of separate 
educational provisions for students with special needs. These separate settings, either as schools, 
classrooms or withdrawal models establish practice set apart from regular school curriculum.
Bureaucratic and political powers have allowed dual structures of education, to coexist for most of 
the twentieth century. These structures as part of the systemic culture of bureaucracies and schools 
which are male dominated, hierarchical and preference the quantifiable and objective over what is 
valued and subjective. Whether we are born male or female, the masculine paradigm dominates 
our cultural interpretation of reality (Robertson 1992, pp.43–4). 
Since the mid-1960s, calls for alternative proposals to bring mainstream and special education 
together have proved to be tenuous. The largest numbers of students with disabilities continue to 
attend school in separate settings. Models of resource rooms, separate special classes, support 
teachers and direct teacher aide support to individual students dominate, despite the advancing 
research on the successes of models that demonstrate full membership of school communities 
(Lipsky & Garner 1996). Attempts to achieve mergers of special and general education, including 
inclusive schooling, result in discourse that continues to separate students by race, gender, 
disability and culture within schools. 
Inclusive schooling is described as involving all the elements of school reform (Porter 1994). My
central research question: What has inclusive schooling contributed to school reform? is exploring 
the understanding within one locality. Ball (1994, p.5), reminds us that within the sites of reform 
there are contradictions. The problems embody the state and the micropolitical struggles within 
the state itself. These problems divide into three positions. These are – the problem of capital 
accumulation and economic efficiency; the problem of social order; social authority and stability 
and the technical and managerial problems of the state itself – governance and control (legal and 
administrative procedures), costs (public spending) and planning. Within schools it is the 
principals and classroom teachers who must put these ‘bits and pieces’ together. ‘Individually and 
collectively they must make sense of reform, and at organisation and classroom level develop 
interpretations and practices which engage seriously with the changes and their consequences for 
working relationships and for teaching and learning’ (Ball 1994, p.12). These challenges are
contested within inclusive schooling, particularly in reference to policies such as the NSES and 
the ISDP. 
Inclusive Schooling: Contexts, Texts and Politics 162
Students with disabilities are one of the target group of the NSES policy. In recent years within 
some Australian states, inclusion policies have appeared in the edicts of educational authorities.
Inclusion policies within Australia, like the definitions of inclusive schooling do not follow 
singular or consistently agreed upon frameworks. The policies are owned by the bureaucracies 
and have been developed without wide community consultation (Slee 1996a). Connell (1994), 
alerts us to the incapacity of the western education systems to redress educational inequities. He
records that despite the large number of reform efforts of the twentieth century that have aimed to 
confront the inequities of minority groups, these reforms are consistently described as failures
(pp.125–7).
To deconstruct the issue of inclusive education I am using a narrative of the multiply constituted 
elements of practices told as ‘data stories’ (Lather and Smithies 1997,p. 34) to understand the 
dominant cultural knowledge of this attempt. The story series reflect the meaning making of the 
social actors across the multiple sites. As Rosenholtz (1991, pp.2–3) indicates: ‘teachers like 
members of most organisations shape their beliefs and actions largely in conformance with the 
structures, policies, and traditions of the workaday world around them. To understand schools, we 
must attempt to construe how schools appear to teachers who inhabit them.’
Within the state of Tasmania, the ISDP could be described as the typology of policy to which 
Slee refers: ‘discourses on equity and social justice are grafted to contradictory languages of 
special education based on a deficit bound medical model of corporate managerialism to produce 
a hybrid inclusive policy’ (1996a, p.22). Regardless of the political and ideological construction 
of these policies, it is the teachers who are being asked through central initiatives of educational 
systems to implement these policies and become engaged in the politics of power through their 
roles as workers within educational organisations. In this story series, the voice of the policy-
maker layers the discourses of the system and the professionals, what Lather and Smithies refer to 
as the ‘constellation of complications’ (1997, p.211).
 
In August 1998, I interviewed Lou, the senior policy-maker responsible for the Equity and ISDP 
policies. This conversation forms the basis of the next section of the story series. The interview 
was conducted around four questions. These questions were the same as shared with the other key 
informants. The interview proceeded without a slavish adherence to the order of the questions. As 
the interview continued, we referred to the questions, checking our frame of reference. Lou
describes what has occurred during the time she has overseen the implementation of the NSES 
and the ISDP in Tasmania from 1995 to 1998. The text that follows is a conversation, in which we 
both speak about issues that matter to us, not only as advocates of social justice but as women 
who are concerned for other women within the education system. I have let into this text seven
pages of the original seventeen-page transcript. During the interview I listened more than I spoke.  
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 ` 
Policy ‘talk’ 1998 
Julianne: What has been your experience of the Inclusion of students with disabilities policy? 
Lou: I might give you a bit of historical background. This is from a personal perspective because 
when I first came into the position, the policy was essentially handed to me and I had to introduce 
it to the system as it were. It had just been signed off by the Minister. And I remember that I went 
down to a meeting of District Managers and District people. And we went through the policy, 
now I was pretty green, I’d just come into the portfolio, and whilst I had a good grounding in the 
equity, the whole equity area from a philosophical perspective. I didn’t have much of a 
background in this area.  
And I can remember going through it and someone getting up and saying that they thought it 
didn’t go far enough. And because it kept the options open, it talks about how the preferred 
option of the Department is that students with disabilities be educated alongside their age 
appropriate peers, or something to that effect, in regular schools. And there are a number of 
people there who were disappointed that it wasn’t stronger than that.  
Anyway, subsequent to that I discovered, from a national perspective, it was much further down 
the track than most national documents in that regard. But at that time I didn’t know that. So that 
was my first experience of it, if you are looking from an historical perspective. The second thing 
I’d say about it is, bar none, it would have been the most controversial policy in the Department. 
Now I knew that it was controversial because I used to have to answer so many Ministerials 
about it, and field telephone calls from Principals. So if you use that as a gauge of how 
controversial or otherwise the policy is, which is a fairly good gauge in this area, certainly in that 
first year it was, it caused much angst.  
As I said before I think it was cutting edge stuff, in relation to what else was happening in 
Australia. So since that time, visiting schools, talking to Principals and so on... You have an 
entire range of responses to the inclusion policy.  
I have come to the firm belief that the policy, the response to the policy in a school is very 
significantly affected by the attitude of the Principal. If the Principal, indeed, is somebody who at 
a philosophical level and a practical level, believes that students with disabilities should be 
included in regular settings, you’ll find that that is something that is shared amongst their staff. 
And that you don’t get that plethora of problems that come from it.  
Other Principals, who don’t believe in it, will continually have problems, will be continually 
talking to District staff about how it is not working, will be having perhaps tensions with the 
Parents, tensions or bringing the Union in around issues of lack of professional development or 
stress related things, because of the inclusion of the student and stuff like that. So I’m very much 
of the belief that it is very significantly affected by the attitude of the Principal. And as we all 
know attitudes and beliefs are the most difficult thing to shift. 
So in relation to what’s happened over the last three years I do not think you will now get the 
same response of it being the most controversial policy in the Department.  
I mean… about acceptance levels, and I’m not for a minute suggesting that is all going well, and 
all the teachers are happy and all the kids are happy, and they are in very fruitful education 
environments and all the rest of that. I don’t believe that, but I do believe that there is an 
acceptance level now, beyond what there was three years ago. And I just don’t get the 
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Ministerials anymore. Which is from a policy perspective like victory, I can tell you. 
So really what, now the real hard work begins. Now the real hard work begins. And the hard 
work begins around things like Principal leadership in relation to attitude development and their 
behaviours that stem from that, and the issue of professional development for teachers in regular 
classrooms.  
Because, I’m going across all these, because the issue of professional development is one that 
keeps on coming back all the time. What we’ve done, as you would know, you need just in time 
professional development. The sort of professional development that we would put up and 
provide at an essential level, that was done through the Principal curriculum officer, or District 
Support Services, whoever, teachers will not put their hands up to do unless the kid is just about 
to be in their class.  
And then what they need not just one injection in the arm, they need ongoing support. They need 
to find out what the kid is, they need to find out what the kid’s capabilities are and so on and so 
forth. And do that over time, and then know what their needs are in relation to how they are 
going to accommodate the kid in the context of their own school environment. And that’s 
expensive.  
My experience is in relation to talking with teachers about their experiences with the inclusion 
policy is that, you could almost map it, depending on the quality of the teacher, but you could 
almost map it from the sense of finding out that they’ve got a kid with a significant disability and 
they’ve never had it [a child with a disability] before, going into flat panic, I’ll never be able to 
deal with it, no-one’s ever trained me how to do that, then through a whole series of awakenings, 
learnings about their own capacities, then learnings about new things that they might do, can in 
fact actually change the entire way the class is organised. That happens in the best examples. 
To the end where the majority of them say things like, I didn’t realise that I was so capable of 
doing it, I will never be scared again, I now realise I had significant skills in this area that I had 
never realised, I thought special education was a whole bag of tricks that I had no access to. The 
kids go through that cycle to, you know they over mother them and so once through the sort of 
gate as it were, for most people it is a great learning experience and it’s not an issue again after 
that. But unfortunately that is a slow process. 
When I began it was about two-thirds of kids on the Category A register, kids with the most 
significantly disabled in special schools, and a third in regular. We’ve now just gone over the 
half-way mark, and so now we have, of the 250 just over, about 30 over half of those [280] are 
going to regular schools. And of course the other issue I now identify with [is] the way the policy 
is going to operate.  
Because we’ve changed attitudes in relation to parents, whether we’ve changed them is in 
dispute, but things like anti-discrimination legislation has changed expectations and attitudes. The 
parents of youngsters coming in to system, early special ed, or through kindy, very few have an 
expectation that their child will go to a special school. So what we’ve got is, we’ve got a 
significant bulge that is moving up through the system and we’ve still only have 62 kids in high 
schools with significant disabilities. We’ve got a huge professional development issue, because 
they’ve got eight teachers rather than one teacher. I don’t know how we are going to do it. But 
anyway, I’ve already alerted that. 
We can map it, we can tell you that we’ve got a bulge around about Years 3 and 4. This group is 
moving up the system, and not only is the quantum going to increase, I’d say probably our cut off 
will be about 300 in regular schools, 200 in specials. And that will flatten out, because there are 
some parents, with kids with really significant, like the kids at Vera Lee for instance, who will 
never countenance it as an option. So let’s assume that that continues, and at this point in time I 
Inclusive Schooling: Contexts, Texts and Politics 165
think probably it will. You’ll get about 300 kids who will probably be in the regular environment. 
So once that flattens out then we’re into a new set of strategic decisions that need to be made. 
Just to go back to that PD issue again. In relation to my experience of inclusion the Union has 
been a very strong player. Right back when, when the initial inclusion policy was written there 
was some modifications made to it because of the response of the Union, okay. They have been 
very active in lobbying Ministers and the, in the first couple of years, the issue was around 
resources, that is individual resources for individual kids, I mean they seem to think that every 
kid with a disability needs to have an aide velcroed to their side.  
Then the issue of PD, which is a real one and I don’t have any problems with that. But when I 
acquainted them with what the issues were about, that sort of just in time – and they said ohh … 
we would never have thought of that, had we ? I don’t know whether they think in this new local 
management model, we’re just going to hold huge statewide professional development programs 
and one offs, anyway I don’t think they’d thought about it. So resources and professional 
development was the issue.  
They [the union] always start by saying something like, oh we really believe in the inclusion 
policy and its really important, BUT. And it used to be BUT you don’t give us enough resources, 
BUT what about professional development. Now its BUT what about stress levels, and we have 
huge number of stress levels in relation to the operation of this policy and people falling over. So 
I did a search, so I went to human and personnel services, since 1995 there have been three stress 
related workers compensation claims based on the inclusion policy. 
So we said to the Union fine, we are quite happy, and so now at the moment I’ve got a meeting 
with them next week, we have a checklist for Principals, so that they go through. So if you’re a 
Principal who has never enrolled a student with disabilities in your School before and you don’t 
know what to do, you go through this checklist and tick this, tick this. So that’s number one. The 
second thing that they wanted was a set of grievance procedures. Now in the policy itself there is 
sort of a fairly informal grievance procedure that says: if there is a grievance the District 
Superintendent will convene a meeting and mediate between the parties. So I’ve got a meeting 
this week, so we’ve got our checklist document that we drew up, they’ve got their grievance 
procedure and we’ll talk about it, but I reckon we’ll come to some level of agreement.  
Julianne: Certainly the Union is a really interesting issue and also the role of the Principal, we 
know about the impact of the principal within the school. I guess what I’ve been really musing 
about too, is that what I know is, in terms of the big picture of education, and most of those 
positions are held by men, rather than women, and I guess that that is one thing I really need to 
dig up exactly the number of male/female ratio as Principals in Tasmania. But certainly my 
experience has been, is that there is a very different sort of management style, when we are 
actually looking at kids being included.  
Lou: Certainly one of the things I would say that is I have noticed and talked with others about 
the gender difference. I mean I could count on my two hands now those schools where inclusive 
practice [occurs] whether students with disabilities or Aboriginal students… they will be female 
Principals. And I too have mused over why this is so. And certainly, well basically although it 
sounds so stupid and well it is sexist in its own way, but they have more heart in the way they 
deal with relationships with the people, whether they are the children or whether they are the staff 
members. They do have a more collaborative style and they have a tendency to treat people as 
people. You know just all different sizes and shapes and colours … rather than seeing it as a 
management exercise of their job.  
They view their job quite differently. I mean there are exceptions, there are a couple of 
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exceptions, fairly outstanding exceptions of course, because you are making such a 
generalisation. In relation to things like how they deal with students with disabilities within their 
schools. They take a greater sense of ownership of the responsibility to deal with it at the school 
level, before they say well this kid’s different. And because this kid’s different I need differential 
resourcing and it must come from elsewhere. They will contribute more out of their school’s 
resource package without a squeak.  
They will do some professional development. They will allow their teachers to go and see other 
schools, those sorts of things. So there is a level of acceptance of the responsibility of it being a 
comprehensive education system for which they have a responsibility to educate all comers. The 
culture between male and female Principals is quite different. The number of female Principals 
that have spoken to me about the alien nature of the District Principal meetings is significant. The 
thing they say about that is, when they go to those meetings, or when they go to meetings with 
their peers, what they want to talk about things educational and what they end up hearing are 
management discussions, rather than educational issues of which they feel should be the 
substance of the meetings. I’ve heard that so many times, so much so, I mean, I convened a 
Female in Senior Positions Group, because after one of the, when I was over working in one of 
the Districts, after one of the District meetings where two of the male Principals had made some 
appalling comments in a public way.  
About five of the females present came up to me and said that they wanted to voice their concern 
about it, and we got talking about it, and they talked about how they wanted to speak in their own 
voice as it where, about their own issues and there was no forum in which to do that. And so I 
convened this group and we used to go down and have this breakfast at Wrest Point, and 
sometimes we didn’t even talk about Education, but mostly we did.  
In relation to the issue of how significant the policy has been in driving real school change, I’d 
have to say limited. Which would be disappointing of course. In the same way I’d say that around 
the needs of any disadvantaged group. You have some obviously outstanding examples like B.J. 
[Talk continued about the B.Teach internship program. University of Tasmania B.Teach students 
were doing their internship in B.J.’s school.] 
Lou: One thing I should also say about my experience with the inclusion policy just looking at 
that question … Because schooling has become more difficult for teachers, because they are more 
under stress like that, any kid in their classroom who is difficult and outside what they deem to be 
the norm, which varies, is an included student. And so it’s the result of the inclusion policy. Now 
when we tell them at max I think it was 900 people we ever had in special schools across the 
State. We do only have 520 or so on the Cat. A, the type of student is slightly different. They 
would never have been in a special school anyway. They don’t listen, or they don’t hear, they 
don’t hear actually.  
So what you get are parents and kids complaining about kids with ADHD particularly, behaviour 
problem and learning disabilities that would never ever have gone into a special school, so not 
resulting from the inclusion policy at all. It’s about the advent of a whole range of societal issues, 
I mean you have your own version with that, what is happening with ADHD, that wasn’t 
anything we’d ever heard of ten years ago. So I don’t quite know where its come from, but you 
take my point. 
Julianne: I guess the other thing that I really notice is the whole use of the word inclusive. 
Inclusivity is linking to disability and that kind of kid, and when you are actually talking about 
the broader set of issues, it doesn’t ever seem to be addressed. So the value of this term, this 
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word, has been constructed out of the disability field. I mean that is certainly my reading of it. I 
don’t know what you find … 
And you know that puzzles me a lot, too, about the whole, the social justice tenet. That in terms 
of a school whether that is actually a core value of what a school wants to be about. That is 
something that I’ve spent a lot of time agonising over. Whether it has, you know was it ever 
something that really was core, within our education system. I thought when I started my 
teaching career, yes it was, and certainly because I was teaching in the heyday of the Whitlam 
era. I started teaching in Aboriginal schools … I’m not so sure about that any more. 
Lou: No, no nor am I. And I believe that things like the move to increase local management and 
the marketisation of education, has worked against that. Because the notion of choice has now 
been reconfigured as the right of parents to choose, well in the first instance, what school they 
might go to, whether it is a private or a state education thing. When we talk about equity of 
choice in the sense of life chances that has been reconfigured in to the economic rationalist of 
agenda, of choice of parents. I mean you see that all the time in newspapers. And so that plus the 
additional focus on the learning outcomes, which is part of that agenda as well, because the 
efficiency/effectiveness duet. Because schools are being more closely monitored in relation to 
their performance, Principals are more concerned about enrolling kids who may well cause their 
figures or their results to look less than they would want.  
And so we have examples where, in say literacy or numeracy monitoring, they encourage kids to 
stay at home when the tests are going to be on. That’s what is happening elsewhere too … from 
the point of view of assessing their progress and monitoring their performance they’re just sort of 
left off to the side. Because they are in a minority, a significant minority schools believe that it is 
okay to do that. So there is no pressure on them to measure their effectiveness in relation to the 
educational program or the educational outcomes of say three or four individual students. 
[The conversation continued about the proposed three-year longitudinal study of students with 
disabilities in regular schools] 
Lou: In retrospect I wish we’d never called it inclusion … I mean we’ve talked about that, I 
mean it is in the literature as well. I suppose we have broadened it, and when we talk about 
inclusive practice people now think about aboriginals and disadvantaged, but if you just talk 
about inclusion as a word by itself people just think students with disabilities. 
Julianne: The National Strategy was due for review in 1998, but of course that was the previous 
government. 
Lou: Never happened … by that time, so many of the States … were conservative, there was 
very luke warm acceptance of it. It’s only because Keating was holding a big stick that they 
signed on. I mean we haven’t had any policy documents like that at a national level, none at all. 
Nothing. 
Julianne: Nothing, it’s been an absolute desert. Now in the other States your counterparts, there 
are similar policies now in everyone of the other states aren’t they? 
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Lou: Some of them are not quite as pro-active as ours. Yeah. But they all know. I mean I’m on 
the DDA taskforce looking at developing educational standards for the DDA, so I meet them 
regularly, you know, four or five times a year. And we have been meeting now for two and a half 
years, and the standards are no closer … But it would be true to say that Tasmania, certainly if 
talking to my counterparts is a gauge, Tasmania is much more down the inclusion line than any of 
the other States. And partially that’s because, I think apart from an ethical commitment or an 
educational commitment from people like A. way back when, so we jumped off earlier than 
anybody else, it is easier to establish change in a small system like this, whereas when we went to 
Victoria the other day and I was talking to P., who is my equivalent over there, and told him why 
we were going to look at some special schools and we had nine special schools, he said my 
‘you’ve come all the way over here to talk about nine schools’. He said we’ve got 250 special 
schools, I said you’ve got as many special schools as we have regular schools, but it gives you 
some feel for the difference. I mean we still have, as you know, regional differences that are a 
hangover from the past, being slowly changed, but slowly slowly … but on the whole Tasmania 
is light years on. 
Julianne: And certainly on the national picture in terms of the kinds of kids with disabilities that 
we have in regular school settings, would never be entertained in some of the other States, would 
be my observation. And you’ve got the classic of L. in Queensland where we know of the case 
that came before the DDA, well you know, you can’t surmise, I doubt whether that would have 
been the case here … 
Lou: Very different in fact, many times in those forums I speak a different language, to other 
educators whose stance on it was to protect the Department against the huge costs and the 
difficulties of the DDA, where I’ve been on the other side of the fence, supporting the rights of 
those families and those children – which I found rather breathtaking when I went to my first 
meeting two and half years ago, and I thought how come I’m the odd person out here, because 
you think that Tasmania is always behind everybody else. Well it’s wrong to think that, but you 
do. And it constantly surprises me, how we are so much further ahead. We should be proud of it 
…
I mean even when you go to something like the allocative mechanism, now you couldn’t use our 
allocative mechanism anywhere else – in a big State – because it is just too hard. But we have the 
luxury of, up to a point, given the size of the bucket, of an allocative mechanism that is based on 
an assessment of student need. Now nobody else can do that, or nobody else has done that 
because they’ve gone to formulae, because they need a grosser, a bigger way of doing it and they 
have their six levels in Victoria and so and so forth and New South Wales. Because we are small 
… the methodology that underpins the allocation of additional resources is based on the premise 
that the resources are contextualised, the need for resources contextualised and therefore should 
be based on the context of the student in situ, rather than a predetermined notion of what their 
disability is. Which assumes that they’ll be equally disabled no matter in what context they are 
operating. Now that is light years ahead of any of the other allocative mechanisms. 
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PART FOUR 
Pretext to analysing the big story 
 
My analysis of the ‘big story’ of inclusive schooling opens with this pretext followed by two 
readings of the data.  Produced as a storied collection of interconnnected  narratives of inclusive  
schooling,  rather than a meta-analysis of stories or cases on the topic of inclusive schooling, the 
texts of the thesis advance the notion of author - function conceptualised by Foucault (1984). 
‘Foucault’s analysis of the author is also important in analysing the structures of the discourse 
since the author ceases to be the ratifier of the meaning of the text,  but becomes a form of 
organisation for the group of texts’ (Mills 1997,p.72).
An intertext interrupts my readings of the data. The intertext explains the intersections between 
the thesis and the two-part analysis. In the first section of the analysis are my ‘monological’ 
musings and initial reconstructive analysis. In the second part of the analysis I braid together 
understandings from the dialogical production of data my emerging system of social relations and 
explanations (stages four and five of the Carspecken model). Living the existence and 
representation of researcher and researched I write this ‘struggle’, with a view to avoiding ‘the 
self effacing aspirations of the researcher within qualitative research’ (Stronach & MacLure 1997, 
p.35). My analysis draws from poststructuralism and feminism in an attempt to produce ‘many 
meanings rather than one, and the downplaying of the intended meanings of the writer’ (Barthes 
1977 in Rhedding-Jones 1995, p.488). 
As the thesis continues I question my ‘author function’ (Foucault 1984) and ask the reader to do 
likewise through their experiences of the multi-voiced text. My narrative includes a storyline that 
is apprehended through my actions as: 
• a practitioner who strongly advocated for and was active in the implementation of 
special school closures in the late 1980s; 
• a female who moved into the academy in the early 1990s and works with the 
curriculum writers, teaches preservice teachers and experienced teachers about the 
practice of inclusive schooling; 
• one who believes the act of  describing the multiple realities understood and 
experienced from the standpoint of a feminist poststructuralist science is changing my 
inclusive schooling story and the story available for others to read.  
To tell this story I have used ethnographic field techniques and understandings drawn from 
poststructuralism. My own past operates as a reminder of the changes I have urged. My insertion 
of a professional and personal self and my questioning of the discursive productions of gender 
within the inclusive schooling discourse bring into prominence feminist positioning in the process 
of educational change.  All of the informants in my study are women.  
I am wary of constructing a narrative ‘that promotes coherence, singularity and closure, which set 
up a cosy camaraderie with the reader’. Narratives of this kind are ‘ultimately conservative and 
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uncritical of prevailing ideological and representational arrangements’ (Stronach & MacLure 
1997, p.57). Poststructur-alism reminds me to: 
• take universals and truths to be problematic and open to scrutiny, arising out of specific 
historical changes 
• assume that meaning is constructed within language and is not guaranteed by what the 
author intends. For example, any analysis of the impact of curriculum and policy 
necessarily has to consider its interpretation as well as its intention and impact 
• analyse in what ways those ideas have become universal and normalising 
• use the principle of discourse to show how power relationships and subjectivity are 
constituted. We need therefore to scrutinise specific discursive policy or curriculum 
practices to ascertain why, at a particular time, one particular statement or curriculum 
formulation appeared rather than another. 
• show how power/knowledge is used as a single configuration of ideas and practice that 
constitute a discourse. Thus the knowledge that is produced as truth is the knowledge 
that is linked to the system of power which produces or sustains it.  
• mount a challenge to the liberal humanist commitment to the individual, its claim to 
‘knowing rationality’. Curriculum and policy is thus enmeshed in the normalising 
tendencies of the existing social order 
(Weiner 1994, p. 66-68). 
In my analysis of the ‘big story’ I represent the data as signs of discourses that are ‘more than 
contextual and more than ideological’ (Rhedding-Jones 1996, p.25). The analysis draws upon 
feminist understandings and discourse theory. 
… gender is seen to be powerful in constructing subjectivity and central to the 
construction of difference and unequal power relations. The ‘subject’ is no longer 
viewed as the rational decision-maker or unitary atomistic being as in the humanist 
discourse of individuality. Rather, the subject is constituted, often in contradictory 
ways, through the multiplicity of discourses. Subjects are dynamic and multiple, 
although positioned in relation to particular discourses and practices and, in turn, being 
produced by these as a subject (Blackmore et al. 1996, p.256). 
Drawing from Foucault’s role of the author, the disparate group of thesis texts grouped together as 
the narrative collection assemble the discourse of inclusive schooling. For poststructuralists 
“discourse” has many meanings beyond language, and involves complex hidden ideologies, 
multiple meanings and amazing possibilities’ (Rhedding-Jones 1995, p.485). By structuring 
binary oppositions of the subjects we see in the analysis ‘these practices as embedded in social 
relations and ourselves as organising our practices in these relations, we can explore our own 
knowledge of how those practices structure what becomes (for us) the original of the description; 
we can explore description as a language game’ (Smith 1990,p.103).  
I read the data produced in the story series with a view to discern patterns of language, assertions 
and silences (Grundy & Hatton 1995, p.8). The ‘monological’ (Carspecken 1996) period let in 
through the excepts of data production, the parent authored story, the teacher written text, the 
policy maker transcripts that constitute up to 50% of the story series. The parent story was 
constructed from an original eight-page document, ‘The Teacher Tales’ from a 50-page 
collaborative study and the policy-maker’s initial interpretation from a six-page transcript and 
notes of a two-hour workshop session. In the analysis I show there are many possible narratives of 
inclusive schooling and ‘there is not one truth but many; and claims to truth are claims to power’ 
(Rhedding-Jones 1996, p.26).  
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My account of inclusive schooling is intended to be recognisable as a story, with meanings 
introduced by the characters, the key informants. There are some chronologies of life and work, of 
the struggles and pain of working in different ways, elements of tragedy that lie within school 
institutions and the bureaucratic representations. Life stories are ‘inevitably theoretical’ (Stronach 
& MacLure 1997, p.50). In their practical telling of methodological possibilities in the 
postmodern, Stronach and MacLure (1997) however contest this closeness to the subject and 
suggest:  
These [representations] are just what the researcher is looking for when he or she is 
collecting warrants for methodological soundness and the ethical probity of an 
account...We want to suggest, however, that the gratifications offered by responses 
such as these are misplaced, or at least overhauled: that the recognition, authenticity 
and validity are not methodological or ethical phenomena at all, as far as the reader is 
concerned, but rather textual ones – the effects of particular generic conventions for 
representing reality (Stronach & MacLure 1997, p.49).
One of my interests in the analysis is to move amongst the voices to consider the role of author 
within the big story of inclusive schooling, to theorise inclusive schooling as multiply constructed 
knowledge, as an ‘indication of working theory’ (Rhedding-Jones 1996, p.28). Foucault assists us 
to understand author function and the importance of the re-examining the history of discourses: 
Perhaps it is time to study discourses not only in terms of their expressive value or 
formal transformation, but according to their modes of existence. The modes of 
circulation, valorisation, attribution and appropriation of discourses vary with each 
culture and are modified within each. The manner in which they are articulated 
according to the social relationships can be more easily understood, I believe, in the 
activity of the author function and in its modifications than in the themes or concepts 
that discourses set in motion. 
It would seem that one could also, beginning with analyses of this type, re examine the 
privileges of the subject. I realise that in undertaking the internal architectonic analysis 
of a work (be it a literary text, philosophical system, or scientific work), in setting aside 
biographical and psychological references, one has already called back into question 
the absolute character and founding role of the subject. Still perhaps one must return to 
the question, not in order to re establish the theme of an originating subject, but to 
grasp the subject’s point of insertion, modes of functioning, and system of 
dependencies (1984, pp.117–8).
My concern is for the use of the term inclusive schooling and its system of dependencies in the 
education for students with/without disabilities. Following my reading of Foucault (1984) and 
Patterson (1997) I understand critical discourse analysis to be:
… that interdisciplinary area where two related aspects of ‘being in the world’ are 
placed under investigation. The first is the interrelationships between ‘subject’ and the 
‘language/texts’ which both speaks and is spoken by them. When we refer to this 
relationship we discuss the discursive location and positioning of subjects through 
language/texts and vice versa. The second is the relationship between language/texts 
and what we could be loosely termed the cultural, social and historical contexts. In this 
case we might talk about ‘discursive practices ‘and the ways in which they work to 
produce particular aspects of culture or subjectivity, including ‘agency’. Both 
approaches share an interest in the intersection of ‘the political’ with various meaning 
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making strategies employed within specific sites. That is, both focus on language/text 
features and (discursive) constructions of power/knowledge and their relationship to 
subject formation. In this sense, critical discourse analysis is a study of ideology and as 
Thompson (1984) has noted, ‘ to study ideology... is to study the ways in which 
meaning (signification) serves to sustain relations of domination’ (p.134) (Patterson 
1997, p.426). 
In the analysis I work to fragment the meaning relationships in the world of inclusive schooling. 
My ‘monological’ musings are more loosely constructed understandings. Designed as a small 
sampler, from which I can produce the reconstructive stage three years later, I thread in the 
responses of others.  
Identity work takes up the ‘how does it mean’ question by analysing the intersection of 
different practices with ‘the subjects’ of those practices, usually in the interests of 
uncovering the operation of power … Neither do we have to measure all methods in 
terms of their ability to reveal the operation of ideology in terms of the relation between 
subjectivity and language. Rather, it is possible to consider alternative explanations for 
how ideas, practices and personal comportments get installed or taken up in particular 
ways under specific conditions (Patterson 1997b, p.428). 
My position is an antithesis of the positivist special education knowledge tradition. Recent 
writings in the special education field are suspicious of post positivist paradigms. British in origin, 
these concerns identify the way that deconstruction and postpositivist paradigms direct attention 
towards certain phenomena and away from others: 
it presents [deconstruction] as a view of the field of special education which may be 
coherent but it is certainly not the only possible view; and in establishing its hegemony 
it runs risks of silencing voices and closing off avenues of inquiry which might yet be 
productive (Clarke, Dyson & Milward 1998, p.161).  
Skrtic (1995, p.638), Rhodes (1995, p.458) and Corbett (1996, p.32) present deconstruction as a 
way to challenge the legitimacy of the assumptions, theories, and metatheories that underscore 
special education knowledge practices and discourses. Deconstruction is not the story that the 
traditionalist wants to hear. Preferring the ‘modernist detective story archetype’ (Gough 1998d, 
p.112), special education constructs inclusive schooling as a certain ‘truth’ game.  
… deconstruction challenges knowledge-making processes and products, by 
demonstrating the validity of differences and openings, rather than having agreements 
and closures. Looking for multiplicity and establishing new research routes, via 
deconstruction and acceptance of the lack of order that comprises the everyday, 
engages researchers with discourses instead of neat little texts … (Rhedding-Jones 
1996, p.28).
The first section of the analysis retells the movement towards the first phases of the low-level 
coding. The double method I use mean I see and hear things twice. I met the informants early in 
the research – we met again later in 1998. I analyse the texts once, and then I do it again with 
doubled meanings from a new set of interactions. I use the word ‘double’ to name my method as 
well as a metaphorical illustration of the principles applied in the analysis. In the words of 
Haraway (1997, p.38): 
Double vision is crucial to inquiring into relations of power and standards that are at the 
heart of the subject –- and object-making processes of technoscience. Where to begin 
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and where to be based are the fundamental questions in a world in which ‘power is 
about whose metaphor brings worlds together’ (Star 1991, p. 52).  
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‘Monological’ musing and initial reconstructions 
 
 
 
The first part of the analysis begins from my readings of the earliest stages of constructing and 
writing my big story. Carspecken’s (1996) model provides me with ways of writing a narrative 
that connects daily experience to larger social structures. My reading, writing and (re)viewing of 
the emergent narrative is reflexive, moving between the spaces of each of the stages, looking 
ahead and going back. Few researchers have ‘explicitly analysed and articulated how the 
individual’s narrated experiences of daily times are linked to larger social structures, linking the 
personal to the public’ (Richardson 1995, p.209). My pathway has given me a way to aspire to 
these ends and to find ways to understand the authority of the special education knowledge 
tradition. In the research literature others have said that there is a predominance of technical 
rationality and deficit voices. The multiple voices in my thesis text show how inclusive schooling 
‘works, what it does, but not what it is’ (Gough 1998c, after Gauthier 1992).  
 
 
Stage One: Compiling the preliminary record 
through the collection of monological data.  
In stage one, the researcher makes herself as unobtrusive as possible within a social site to observe 
interactions. A primary record is built up through note taking, audio taping, and if desired, 
videotaping. An intensive set of notes is built up for the site of focus and a looser journal kept on 
observations and conversation made by frequenting the locale of the site. The information 
collected in this way is ‘monological’ in nature because the researcher ‘speaks’ alone when 
writing the primary record. The researcher does not involve the people under study in any 
penetrating dialogue but rather takes a purely third-person position in relating to them: describing 
them from the perspective of an uninvolved observer (Carspecken 1996, p. 41- 42 ). 
 
 
The lives and work of those people connected to the implementation of the ISDP were influential 
in the first phase of the analysis. In the early phase of the research I met the 25 teachers who were 
participants in EBA 720, the policy makers and managers from the education authority. In 
Tasmania, the culture of the support teachers is key to the implementation of the ISDP. The 
district support structures and the outreach teams of support teachers are the dominant mechanism 
that the system has established to support teachers who have students with disabilities as members 
of their classes. The work of support teachers is largely unexplored within the literature of 
inclusive schooling (Creese, Daniels & Norwich 1997; Jenkinson 1997; Keary 1998).  
Richardson (1995, p.208) argues that narrative provides powerful access to human experience in 
five significant ways: the everyday, the autobiographical, the biographical, the cultural and what 
she calls the collective story. The cultural story she writes is significant in that it provides a 
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general understanding of the stock meanings and their relationship to each other, the process of 
telling story creates and supports a social world:  
Cultural stories provide exemplars of lives, heroes, villains and fools as they are 
embedded in larger cultural and social frameworks, as well as stories about home, 
community, society and human kind … The cultural story is told from the point of view 
of ruling interests and the normative order bears a narrative kinship to functionalism 
(Richardson 1995, pp. 211–12). 
At the time of teaching EBA 720 and following my initial evaluation of the unit, I had assumed 
that the cultural stories of the support teachers would have been the central site of my thesis and 
research questions. My engagement with the teaching of the course assisted me in becoming more 
familiar with the everyday routines of support teachers, the modes of communication they use and 
the knowledge they were seeking and expecting in a course about their work. These data, resting 
with me during the monological state, were, when I analysed them more closely, conceptually 
challenging the research questions I ought to ask if I was to understand the conditions and social 
actions surrounding the implementation of the ISDP. The experience of teaching the course left 
me with many more questions than the initial confidence I brought to this task. This is what 
Richardson (1995) calls the collective story, the story that gives voice to those who are silenced or 
marginalised in the cultural narrative.  
Digging up pieces of documentary analysis strengthened my questioning. The memo extract on 
the following page, from a DECCD circular printed late in 1995 advising of the intentions of the 
professional development program, gives some insights into the cultural conceptions and silences 
of the professional development story for support teachers within the Tasmanian system:  
Inclusive Schooling: Contexts, Texts and Politics 176
Memo extract 
1.1 On a number of occasions since the creation of the district support services the 
issue has been raised of the professional development requirements of staff working as 
special education resource teachers in districts. In particular questions have been asked 
by managers about the differences in professional development for curriculum 
implementation officers as compared to special education colleagues. In 1996 for 
example it is planned that the curriculum implementation officers will receive 20 days 
centrally run professional development. In contrast there is no centrally provided 
professional development for the special education staff working as consultants in 
districts. Given that the two groups of staff work in similar capacities in schools this 
seems inequios [sic] to many managers. 
1.2 Whilst there are district variations in relation to how this situation is handled it 
appears that districts have tended to use category B funds to run professional 
development activities for these staff. Much of their work involves working with staff 
who are catering for category A funded students. 
 
 
Also significant in my monological musings and the building up of my primary record were 
responses from the questionnaire developed by the two senior managers of the DECCD. This 
short open-ended questionnaire was to provide the views of teachers who may participate in the 
professional development program. This questionnaire was sent to all District support managers. 
The eight respondents were all support teachers and presented coverage of the seven education 
Districts. Teachers in regular schools who were in receipt of District support assistance were not 
part of the questionnaire sample. The content sought by support teachers in future professional 
development activities mirrored the traditional special education role. A course to meet their needs 
would include: catering for mixed ability groupings; teaching implications for a variety of 
disabilities; providing for visual and perceptual discrimination; literacy and numeracy assessment 
tools and techniques; strategies for co-operative learning across age ranges; alternate education 
programs operating effectively; adapting curriculum and learning environments; support for 
behaviour problems; current behaviour management strategies; case management skills; 
consultancy skills; medication; counselling with students and teachers; strategies for teaching 
conflict resolution; communication and problem solving and collaborative techniques. 
The short extract from the circular and the responses to the questionnaire provide some early and 
tentative insights into the fine grained realities and perceptions of inclusive schooling from the 
Tasmanian educational community. Originating from the systemic reality of bureaucracy, and the 
professional world of teachers, the responses from the support teachers are suggestive of the 
dominant special education knowledge tradition. The questionnaire responses describe the familial 
language of the field – method, assessment, categorical understandings of disability, and the 
dominance of psycho – educational models (Ainscow 1996; Clarke et al. 1997; Skrtic 1995; Slee 
1996a). The circular also defines the work of the resource teachers as requiring  ‘similar 
capacities’ to curriculum implementation officers. Curriculum implementation officers are officers 
of the DECCD temporarily recruited from the teaching profession to support other teachers. At the 
time of writing the circular the priority for consultant support was the eight Australian curriculum 
learning area statements and profiles. The circular also refers to the labour of the support teacher’s 
work according to category A or category B students. The categorical shorthand of support 
Inclusive Schooling: Contexts, Texts and Politics 177
teacher’s work described as support to category A students and category B students refers to the 
system of funding for students with disabilities based on the categorical allocations outlined in the 
ISDP32 (DECCD 1995b).  
The responses from the support teacher questionnaire, the presentations by the support teachers on 
their role within the districts that we videotaped during the teaching of EBA 720, the reliance on 
the medical and psychological paradigms to construct the policy what were the noises? 
Immediately following the first day of my teaching I recorded an evaluation on an audiotape. In 
the evaluation I reflect on my own sense of identity with the support teachers. My most recent 
professional history before moving in to the academy in 1992 was an active role as a special 
education professional. In the content of my reflection below, the policy-maker and I speak 
optimism for the potential of support teachers to achieve social transformation within their work. 
Reflection 18/3/96
… The people that made up the group carry a very strong commitment to the belief that students 
should be included. From this point I think that we can move fairly rapidly into expanding the 
knowledge base of how to include students. How can support teachers do their job? How can we 
introduce them to their working to facilitate the improvement of teacher practice?  
I’d like to record her [Lou’s] comments that she gave to me as she was walking out the corridor 
ready to leave. She said, ‘its really different doing that presentation with this group compared to 
doing it with a group of Principals’… The support teachers are the people who work along side 
the teachers, the parents, and the children. They are very clear in their mission and what they are 
charged to do. Principals don’t have that clarity [about students with disabilities] and part of the 
support teacher’s work is to be able to give Principals that clarity and to be able to assist them in 
whole school development. A lot of that though will come through teachers working side by side 
and teachers taking control of this changed teaching and learning agenda. I’m sure I will revisit 
this later on. 
 
                                                 
32 The categorical mechanism of the ISDP is described on pages 11-12 of the thesis text. 
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Rereading this text, and now writing this analysis in response to my research questions around this 
entry, three years later, I can identify my own inscriptions of the dominant professional 
discourses, discourses that are allied to special education traditions. The policy-maker and I 
likewise position the support teachers as potential agents of social transformation in schools. 
However from the documentary analysis and the early interactions with those who were to 
become part of the research I began to wonder: 
• Is support teacher work a reproduction of special education traditions? 
• Is inclusive schooling as promoted in the ISDP promoting a deficit categorisation of 
students and therefore a barrier to the education of students with/without disabilities? 
• Is systemic ‘rivalry’ between members of the profession a worthwhile claim for the 
granting of a professional development activity? 
• What are the interpretations of the ISDP across the state of Tasmania?  
• Does supporting teachers, advocating and seeking to learn more about humanising 
approaches to curriculum (co-operative learning, multiple intelligences, alternate 
programs), promote exclusive or inclusive curriculum approaches? 
During the period of teaching the course, I maintained a persistent engagement with what came to 
be my final research question: what has inclusive schooling contributed to school reform? I was 
reflexive in my own self questioning about what it was that was going on within schools since the 
implementation of the ISDP. The significant shift in my research method and research questions 
came as the teaching of the course work ended and I started to receive the required assignments 
from those students who wished to receive university course accreditation. These studies 
replicated the professional discourses and the conceptual struggles of schools to understand the 
implications of the policy in practice. I also became less convinced that one 30 hour Graduate 
Certificate Unit could interrogate sufficiently the constructed professional knowledge and 
contribute to the ongoing development needs of teachers and support teachers.  
In September 1996, the planning group wrote a conference paper for a national audience. The 
paper endorsed that the course had been largely successful. The majority of course participants 
had submitted studies for assessment and the evaluation instrument was positive. The two 
managers and I, the core of the course development team, negotiated the content of the paper. As 
the ‘academic’, the writing of the paper was my task, with the two managers supporting me 
through the crafting, editing and proof reading of the final document. Table 2 summarises the 
presented assignment topics of the support teachers.  
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Table 2: Action Research Topics EBA 720 1996
 
Student Topic C = 
collaborative
I = individual 
1 IEPs C district wide 
2 English Key Learning Area  C school wide 
3 Early support/behaviour 
management 
I role development 
4 Vision impairment I role / journal 
5 Reporting to parents C high school 
6 Integrated curriculum 
(wetlands/river systems) 
C ECE staff 
7 Middle school development C whole school 
8 Inclusion in one District  C 14 schools 
9 Support role I 6 schools 
10 Support role I 1 school p/t teacher 
11 Review of District support 
service
C isolated cluster 
12 Multiple intelligences C classroom based 
13 Transition planning C school based 
14 School entry/autism C school/district 
15 Program of professional 
development in a resistive 
school 
C school wide 
16 Multiple intelligences C class/support teacher 
17 Inclusive classrooms C K-6  
18 Behaviour support C other agencies 
19 A classroom case study I class teacher 
20 Support role I role 
21 Social skills program in a 
High School 
C Grade level 
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In our conference paper the planning group wrote up the purposes and intentions of our work with 
confidence. Excerpts from this paper are below in the ‘factoid boxes’ (Lather & Smithies 1997 p. 
xvii). 
Aims of the action research based professional development program
• To develop content that would reflect inclusive principles and practices. The program 
content and action research should assist course participants to understand that school 
organisation and their accommodations of student diversity are key factors in their 
work and the delivery of inclusive curriculum.  
• Participants would acquire an understanding about action research. This would be a key 
component in the course, as this understanding is central to the above and to the 
ongoing learning of the teachers after the completion of the course  
• To model principles of action research that support teachers could utilise with others. 
• To establish processes where collaborative interactions between the support structures, 
teachers and university were utilised through the development, teaching and evaluation 
of the program. 
• To provide opportunities for the development of formal and informal support networks 
amongst the group. 
• To affirm for the participants through their own learning that the success of school 
restructuring is dependent on the attention given to teacher development. This requires 
understanding teachers as learners within their work contexts.
 
 
Program content
The program was conducted over a five-day period and utilised both campus locations of 
the School of Education, at Launceston and Hobart. An initial one-day introduction was 
held, followed by two two-day sessions over a two-month period. Over the five-day period 
the following areas were covered: 
• relevant legislation and policies including: DECCD Equity Policy (DECCD 1995a); 
Inclusion Policy (1995b); Disability Discrimination Act 1992 (Cwlth);
• the changing paradigms in special education: deficit models to inclusivity; 
• describing and exploring the work of the support teacher;
• curriculum approaches (multiple intelligences, peer tutoring, co-operative learning, 
alternate communication systems, national statements and profiles); 
• interpersonal skills; and  
• action research. 
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A number of approaches to teaching were used in course delivery. These included the 
participation of two visiting lecturers and district curriculum officers, co-operative learning 
approaches, peer teaching, opportunities for the development of district support networks through 
group presentations, and time for social interaction. All students also received a set of course 
readings. A key element in providing a re-conceptualisation of the work of support teachers was 
the adoption of an action research focus. Learning how to be a teacher-researcher was a key 
purpose of the program. McKernan (1991, p.36) describes this approach as ‘a new 
professionalism and attitude … which will imbue teachers with a research mentality – an action 
research perspective which suggests that teachers can find out what they need to know to sort out 
their particular difficulties’. The planning group perceived the model to be a key strategy for any 
teacher in their ongoing development as a reflective and problem solving practitioner. 
The introduction of an action research approach in the program was a deliberate shift and 
distinguishes the model from the collaborative consultation model (West, Idol & Cannon 1989). 
Affirming that the support teacher role should include collaborative inquiry into practice was a 
key aspiration. The course team believed an understanding of action research brings the potential 
to link support teachers with the teachers and schools in a way that reduces the likelihood of the 
continuation of the machine bureaucracy, the bureaucracy that in Skrtic’s view could minimise the 
likelihood of achieving school change and inclusive ideals (1991, pp.173–4).  
The program content was designed to extend beyond the tenets of the collaborative consultation 
model. This model originates within the literature of the helping professionals and is widely 
popularised in the United States special education literature and viewed with growing enthusiasm 
in some Australian States (Davis & Kemp 1995). To locate the development of support teachers in 
the broader teacher development arena, (addressing the need to understand teacher collaboration 
in the widest sense) was a key concern for the planning group. Action research assists teachers to 
empower themselves to find out what they need to know to sort out their particular difficulties 
(McKernan 1991, p.36). We wrote ‘inclusive service provision is based on developing new 
structures and curriculum approaches; there are many problems that need to be resolved, daily, 
sometimes hourly; teachers need skills to assist them to problem solve with confidence’ (Moss, 
Shipway & Mcminn, 1996,p. ).  
The question that the planning group and the course participants sought to clarify, (can action 
research participation assist the professional development of support teachers?) is one question 
that I continue to explore in the second reading of the data. Were the intentions of the planning 
group also a guilty reading according to the ‘methods fetish’? (Bartololme 1994). The key 
informants and the deconstruction of the ‘big story’ throughout stages three to five of the research, 
continue to add to this questioning within the analysis and painful experience of evaluating my 
work. In the initial evaluation of the course, 19 replies were received from 25 participants. The 
majority of the evaluations were favourable. Some tensions were evident in the open-ended 
comments. The collaborative teaching and group discussions were affirmed, more time was 
however needed for ‘solving the problems’ that support teachers meet. Nineteen participants 
responded to the question on the unit evaluation that is a key indicator of the outcome of the 
program (‘This unit has contributed positively to my development as a resource/support 
teachers’). Of these, 14 participants responded with either strongly agree or agree two were 
neutral, one disagreed and one strongly disagreed. One participant did not respond to this 
question. 
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During the negotiation of the action research topics, a proposal was forwarded by each of the 
participants for mutual negotiation and individual consultations. The amount of time spent 
discussing this work varied widely from individual to individual. Some involved regular ongoing 
conversations during the period March to September, other involved no contact other than through 
the proposal. Completing the requirements of the written work was demanding for the support 
teachers. However, there was only a small non-completion rate of assignments. Out of the original 
25 enrolments, one participant withdrew and left employment with the DETCCD, and a further 
three did not complete the requirements. With the work complete, the action research studies were 
assessed and returned to the participants of the program. This stage was very influential in my 
conceptions about what was going on in practice and how it was I was going to formulate the 
research I was to do if I was to meet the performance requirements of my own institution, that is 
to finish the Phd and to write and do research that matched my desire to construct research as part 
of my everyday work.  
Most participants selected research areas that realted to their current school context. In my 
unfolding of the narrative, in ‘The Teacher Tales’, I reported my surprise and disappointment that 
only two teachers presented a collaborative paper. This degree of professional liberation was not 
evident in any of the other papers. This is not to deny the value of the work of the teachers. 
Colleagues have commented on the importance they attach to the number of teachers who 
completed their studies and the observable engagement with the projects at hand. Within some of 
the individual studies are suggestions for the potential transformation of the work of the support 
teachers. Equally there were papers that were simply reproductive work. These papers showed no 
liberation or reconstruction of the role of the support teacher. They reinscribed the dominant 
special education discourses. The unquestioned textual authority of the writers was similar in 
disposition to the conference paper we prepared as the evaluation to the program. Apart from Jo 
and Deb’s attempt to wrestle with collaborative processes and the ways that their interpretations 
were shared through their interactions, ‘there was no evidence to suggest that they explored the 
alternative constructions of the university-as-text that these multiple subject positions may have 
made available to them (Gough 1996, p.263). These issues are the kinds of issues that 
poststructuralism asks us to question and, as Gough (1996, p.263) has indicated, ‘the subjects and 
subject-matters’ of educational inquiry can be ‘narrated into and out of existence’ by the texts we 
read and produce.
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Stage Two: Preliminary reconstructive analysis 
In stage two, the researcher begins to analyse the primary record as it has been built up so far. A 
variety of techniques are employed to determine interaction patterns, their meanings, power 
relations, roles, interactive sequences, evidence of embodied meaning, intersubjective structures. 
The analysis is reconstructive because it articulates those cultural themes and system factors that 
are not observable and that are usually unarticulated by the actors themselves. Putting previously 
unarticulated factors into linguistic representations is ‘reconstructive’: it takes conditions of action 
constructed by people on non-discursive levels of awareness and reconstructs them linguistically. 
Reconstructive analysis always contains a level of uncertainty, or indeterminacy, but boundaries 
exist on the possibilities boundaries that the researcher must discover and elucidate. 
From the reconstructive stage I was left with meanings of inclusive schooling dependent on 
limited negotiations between the participants and myself. I needed to further ‘double’ this vision, 
to let time do some work, to let the ISDP speak. The time in between stage two, preliminary 
reconstructive analysis and stage three reconstructive analysis saw me listening more and 
collecting documentary materials and reviewing the literature. I read and re read the studies from 
the support teachers and collected a thick pile of documentary artefacts as well as going about my 
everyday work. My full-time work includes teaching preservice and postgraduate students, and a 
research and development contract for the support and training of the Commonwealth Disability 
Service Standards. During this period I also co-authored with a curriculum officer a small 
awareness raising publication on students with high support needs. This publication was to add to 
the materials already available in Tasmania to support the professional development needs of 
teachers. The contract undertaken on behalf of the Commonwealth Department of Family and 
Health services, involves the coordination and facilitation of the delivery of training and education 
to people with disabilities in adult employment services throughout Tasmania. This experience 
was a very powerful one for me.  
In this work I regularly meet up with ex-students of mine from the days of teaching in separate 
special schools and units during the 1980s. Recently, when working on this project, I met a man in 
his late thirties who proudly showed me his industry service award. His service has been to a 
sheltered workshop, where for 25 years he has stood upright during his total working day cutting 
reject clothing into rag. Later on during our discussions he told me he received $10.00 a week for 
his work, and that really he wishes he could have a change of job now and then. Despite the 
heralding of ‘new directions’ in opportunities promised for people with disabilities their life world 
experiences are those of marginalised people, socially, economically and politically. These 
concerns shape my continual questioning of the education system and the ways that despite 
continual attempts for more equitable education and social systems, people with disabilities and 
those with diverse needs are persistently excluded. 
From these early stages of my monological and reconstructive attempts I looked for the cultural 
themes and system factors that I had previously not assembled or had not been articulated by the 
actors of the research. Within the later phases of my reconstructive work, seeing ‘response’ (St 
Pierre 1998) as data became central to my data production. The discourses of inclusive schooling I 
named using Carspecken’s initial meaning reconstruction (1996 p.94–5) and low level coding. 
After initial reconstruction I understood inclusive schooling around seven dualisms:  
traditional/relational
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resistance /change
policy/practice
consultant/colleague,
client/person
equal resources/different resources 
exclusive/inclusive curriculum
Ideologically constructed, these discourses are ‘dichotomous, binary categories which create 
borders between insiders and outsiders’ (Bakhtkin 1984 in Brantlinger 1997). Located within the 
monological reading of the text the dominance of the professionals and the influence of the 
credentialled power in the construction of the knowledge about inclusive schooling predominates. 
In the latter stage of the analysis, I return to the power relationships and formations, within stages 
four and five of the Carspecken (1996) model. Before doing this I explore my initial meaning 
constructions through these binaries to question and disrupt these. I have used these formations 
and the slash in between these words not to set up ‘warlike postures’ but to destabilise and 
dislocate the cultural context of inclusive schooling to show how the discourses ‘both differ and 
are connected and contaminated with/by one another’ (Stronach & MacLure 1997, p.10). This 
critical and (re)constructive voice will promote situations where all of us can get on with 
transformative action in the way we do our work in and around the education of students 
with/without disabilities. I have shaded these interpretations on the following pages to reflect their 
partiality, their availability for reconstruction. 
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A deconstructionist critique assists us to become slowly aware of the idea of the signifiers (words, 
sentences), giving way to a play of ‘signifiers’. As Greene(1994) illustrates after Derrida (1978):
 …in addition signification always depends on difference: contrasts, say, between a pencil 
and a non pencil, a presence and absence. That is why he [Derrida] speaks of a “play of 
difference” and of “differance” as the systematic play of differences (1975). We may only 
now be used to the idea that which is called the “signifier” (either a meaningful spoken 
sound or a meaningful mark inscribed on a page) is what we can be sure of, while the 
“signified” remains a possible or open question (Barthes 1967; Gates 1988; Lacan 1977). 
We are becoming slowly aware as well as the chain of signifiers in our discourse and our 
thinking, each one being what is it (again) because it is different from another. Once we 
give priority to the signifier and realise that words refer to and relate to other words, not to 
some objective world beyond, meanings may proliferate and grow richer. Hierarchies of 
meaning become more and more absurd. Culture becomes, at least for some a discursive 
meshwork, a corpus of intersecting texts or discourses or codes (Greene 1994, p.446).  
 
Traditional/relational
1 In this study, inclusive schooling is understood as refracting double visions. The recent 
literature describes meanings and understandings from a number of geographical locations and 
semantic frames. To canonise this knowing from a single definition is to assume a dominant 
authority and a ‘truth’ of inclusive schooling.  
My interest in this inquiry is the use of the words of inclusive schooling as a ‘signifier’, rather 
than the signified. As suggested by Greene (1994) in this way we proliferate meanings, grow 
richer in our understandings, rather than being preoccupied with an objective world of inclusive 
schooling. 
2 The first parts in the story series seek to reflect early and initial meanings constructed since 
the implementation of the ISDP. The policy in the Tasmanian context attempts to establish a 
preference to educate students with disabilities in local neighbourhood schools. An attempt is 
being made to move away from the established western education system of charity dominated, 
individualised, medical and psychological voices dominant in the traditions of the special 
education professional discourse.  
The ideas about inclusive schooling refer to principles of relationships, curriculum and school 
improvement and overall school reform. Circulating in this collective (re)negotiation of education 
are the voices of parents, students with and without disabilities, other professional and community 
members. The traditionalists speak for the perpetuation of the separate traditions (special school 
systems and classes and a continuance of individualised categorisation and funding) and 
established research paradigms. The ISDP attempts to speak against this discourse. As my earliest 
constructions of inclusive schooling unravelled I became more troubled by who was speaking and 
what the ‘noise’ was covering up.  
3 Within the early narratives the key informants give inclusive schooling multiple meanings. 
For Dee the parent, her first story records the experiences of an Australian woman as the transition 
to school entry takes place for her and her son with a disability. Sam is the youngest of four 
children. Dee is no stranger to the experience of being a parent within her local school 
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community. Being a mother of a child with a disability entering the school community is, as Dee 
retells a difficult, troubling experience.  
In the retelling of the first year of schooling labels and categories dominate the negotiation of 
Sam’s education.  
4 Jo and Deb, the teacher informants, map through their first story life as frontline workers in 
a support team. Their story highlights the range of participants within the schooling system – the 
guidance officers, the teachers, the teacher’s aides, the parents, the school principals male and 
female, the university lecturers. All of these subjects actively contribute to the descriptions and 
meanings of inclusivity.  
5 Lou, the policy-maker, tells of her struggles to enact what she describes as the ‘most 
controversial policy in the education system’. Lou, Dee and the voices of the teachers 
acknowledge a climate where ‘options’ for parents in regard to placement of children with 
disabilities in special/ordinary schools remain open.  
This is what I understand to be a continuing tension between the construction of inclusive 
schooling as social transformation and the continuance of the segregated structures of the special 
education knowledge tradition. The Tasmanian policy as currently written is developed from the 
special knowledge tradition and perpetuates professionally driven discourse. The 
traditional/transformative understandings of inclusive schooling position themselves awkwardly.  
Resistance/change
1 Inclusive schooling features as part of school reform and organisational paradigms of the 
school effectiveness literature (Mittler 1995). For students with disabilities the debate embeds the 
efficacy of the two models of schooling – separate and ordinary - that have evolved in western 
education systems during this century. World-wide most students with disabilities receive an 
education in separate school systems or do not attend school at all. Within Australia there are 
reputedly 7,500 people with disabilities who live in institutions. Some of this number are children 
(NDAC 1998). Internationally, the United Nations program, Education for All, has promoted the 
education of disabled children in comprehensive education (Mittler 1995; Booth and  Ainscow 
1998).
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The inclusive schooling movement remains strongly contested from the ‘traditionalist’ and 
essentialist views. Accounts of resistance and change are evident in the special education literature 
and in accounts of practice within schools. As Brantlinger, notes traditionalists write as if special 
education were an inherent part of schooling rather than an evolved practice (1997, p.440). The 
stories told in the field promote through the professional tasks of remediation – the request for and 
use of stand alone method – and individualised supports and teaching approaches, a disinterest in 
sustained inquiry and reflection  
2 The early data collected in ‘The Teacher Tales’ highlights the tensions of resistance. The 
resistance is towards the site of education for students with disabilities, now within the regular 
school. Within the debate, a market driven view of schooling, the right to choose a separate rather 
that an inclusive school setting continues. Voices of the union, teachers, parents and other allied 
professionals present the arguments from the affirmative and negative.  
The impact of the respective historical models of social justice in public policy – the liberal-
democratic, the liberal individualist and the social democratic models mask the interpretations of 
social justice. Within Australia in recent years, the market-liberalist (individualist) conception of 
social justice has driven educational action and produced a fractured social discourse. This is 
heard in the narratives as a recurring comment: ‘We agree with inclusion, BUT not the lack of 
resources’.
The voices of resistance are loudest from the professionals: the teachers, the guidance officers, the 
special education lecturer, the school principals. The resistance is towards the levels of material 
and human resourcing and the professional development needs. Professional uncertainly, 
expressed as the need to have a ‘special education’ background to work with students with 
disabilities, is heard. The frustration and lack of time for collaboration is cited as a barrier to 
possible action.  
Policy/practice
1 In government school systems inclusive schooling is named by policy and through 
practice. Definitions are given by those within the bureaucracy, but are acquired by the academics 
in the university settings, the teachers and administrators within schools. Policy at the centre of 
education departments and bureaucracies is usually written as a private undertaking.
In her initial presentation, Lou echoes the way policy in Tasmania is written by the professionals 
rather than the parents and community. Policy in Australian education is not written as a public 
affair, the emphasis has been on production rather than the reception and effect (Blackmore et al. 
1996, p. 254).
2 The ISDP is a policy targeted to the needs of students with disabilities and other students 
through the exclusionary language of classification. Students are either category A or category B. 
The district, through their support service delivers support to individual schools. These services 
are an amalgam of old special education structures, the specialist teachers; guidance officers; 
social workers and speech pathologists. These services have long and deep historical connections 
to special education structures. The ‘inclusion kids’ are the students traditionally served by the 
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special education infrastructures and anyone else who does not ‘fit’ the normative frame. The 
notion of equity is from a policy position distributed through resource allocation (category A and 
B funding).  
The modernist level of governmentality results in resourcing primarily allocated in the form of 
individual teacher aides, distributed to the students through the ‘helping’ systems. To be eligible 
for funding the student has to demonstrate eligibility through classification to either category A 
and B. Imagined in this way, disability cannot override the ‘tracks and boundaries’ (Corbett 1996 
p.25) of psychology and its predecessor medical science, and the categories of sociology by class, 
race, gender or sexuality. As Blackmore et al. (1996 p.254) have noted:
 The failure of policy to produce intended outcomes has usually been conceptualised as a 
problem of implementation rather than as a problem with the policy processes itself.  
Blackmore and her colleagues propose another reading:  
 ‘Policy, we suggest, is read subjectively by teachers and students with specific moments of 
production, circulation and consumption. Each reader actively produces, then circulates their 
own meaning through their particular reading of the text, as they are positioned under 
different temporal, material, social and ideological conditions. The reader subjectively 
‘consumes’ texts according to their own lived experience, simultaneously reading and 
interpreting them, selectively appropriating and rewriting ways which change meaning, 
although still partially constrained by the parameters defined by the producers of the text’ 
(Blackmore et al. 1996, p.256). 
3 Within the first story written by Deb and Jo, teachers place themselves within a multiplicity 
of discourses, advocates of social justice, unionists, student centred progressives, deficit 
positioned special educators/technicists. Dee and other parents cited in the first reading of ‘The 
Teacher Tales’ tell of the struggle to enter the school system. If parents are serious in getting their 
child past the school front door, they need to ‘know’ the policy, to be aware of the political 
interpretations that school principals may or may not use to include or exclude their child. The 
constructions of sons and daughters as ‘objects of surveillance’ are present in the earliest phases 
of the study.  
4 The policy-maker raises the ‘future shock’ for the next generation of teachers in her early 
story. What will the universities do within their teacher preparation programs to prepare their 
preservice teachers to teach all children? Who will support today’s teachers, who can expect to 
teach children with disabilities tomorrow? The ISDP is asking questions of practice within the 
university and teacher development.  
Consultant/colleague
1 In Tasmania, the school district and ‘support’ models connect the professional processes of 
the ISDP to the regular school and classroom. Teachers have evolved ideas about students with 
disabilities from conceptions of education belonging to special education models. Appropriations 
of these models include the application of consultation models that have origins in the 
psychological traditions of the ‘helping professional’. The principles of these models read as 
involving ‘interactive processes’, the use of ‘diverse expertise’, ‘creative solutions to mutually 
defined problems’. A critical adoption and actualisation of these models is an absence.  
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This silence is contested in the early writing of the teacher informants. The retold problems pay 
little attention to the relationships engendered by the foundational knowledge of the support 
model. In the planning phase of EBA 720, the views originate from the world of special 
education. Teachers, who use the supports in the regular classroom, were not consulted. The 
responses from the support teachers were requests for more of the established knowledges.  
2 The literature of teacher development has long argued the development of collegial 
relationships (Ainscow & Hopkins 1992; Fullan 1991; Fullan 1993; Fullan & Hargreaves 1992a, 
1992b; Joyce & Showers 1995).  
Often mediated by heirachical power relationships within the school setting the realisation of 
these collegial aspirations are contrived or cut short.  A key factor in the development of teachers 
is the amount of time available for professional dialogue and reflection. In respect to students with 
disabilities the effect of the dominant allocative mechanism of teacher aide funding as the 
principal support mechanism offered to a classroom teacher and the school is a mechanism that is 
unmediated within the relationships of the organisational structures and cultures within schools.  
Client/person
1 Students with disabilities have a client status within school settings. The ascertainment 
process entitles a student with a disability to school entry. In Tasmania this is written through the 
ISDP and the enactment of educational programs through the Individual Educational Plan.  
A close relationship with the classroom teacher, other key school stakeholders, or the student 
cannot be assumed through the existence of the IEP or Individual Support Plan (ISP). Dee’s story 
of the IEP displays professional action as objectified in the reporting of the learning. Neither her 
agency or those of the IEP team are constructed as a conscious process to bring about change in 
the kindergarten classroom. 
2 The additional client status is enhanced through the appointment of the teacher aide or 
teacher assistant role. Again unquestioned as an appropriate support or teaching approach, these 
largely untrained support staff assume a dominant gate-keeping teaching and learning role 
towards the students with/without disabilities.
The presence of the adult assuming the one to one role with the child dissects the opportunities for 
the learning of the peer group. The justifications for these roles come from the professional voice. 
The comment ‘more aide time would help my stress level enormously’, is a loud professional 
voice. Other ways to hear these voices are the refractions from the teacher development noise and 
the multiple ways school work to dominate some students and liberate others. 
Equal resources /different resources
1 The distribution of additional resources is part of the contract that the system delivers when 
students with disabilities join in the regular school. This is spoken often in the voice of the 
professionals: ‘inclusion would be successful if we had enormous amounts of money to support 
and minimise teacher stress.’
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The professionals speak strongly to the stratification and desire for meritocratic structures. The 
reading of special educational as a tension between meritocratic and egalitarian views of 
schooling are understood in recent literature (Christensen 1997, p.23). Teachers offer this view 
unproblematically. ‘I think of giving funding to these special needs kids, they should fund the 
high flyers. Can you imagine how most of them would take off.’ 
2 The idea that special education itself and the subsequent hybrids such as support teams 
could potentially be a relationship of dominance and a way of exclusion is unchallenged.  
Schools as a powerful force in social reproduction are not named as such by the professionals. 
The discourses that unfold through the voices of the teachers in the journal notes, and the 
experiences of the parents that expose teacher actions, reflect a denial. This denial prohibits the 
professionals to engage in the issue of education as a powerful force in the perpetuation of social 
stratification/mobilisation, advantage/disadvantage, poverty/wealth, and negative/positive 
identities of groups and individuals.
3 In the story series the questioning of the unequal distribution of personal and social capital 
originates from the policy maker and the parent. The legitimisation of the inequality from the 
professional discourses became a force that I was unable to ignore.
Resources are interpreted as additional funding for human and physical supports. The training 
needs of teachers is connected to the dominant special education tradition.
‘… the staff feel inadequate because of the lack of special education training.’
The urgent need for valuing of professional development is a loud cry coming from all voices: the 
parent, the teachers, the support teachers the principals and the policy maker. Possibilities are a 
silence. 
Exclusive/inclusive curriculum 
1 In the western world, two worlds of schooling, the special and the ordinary, have evolved. 
For a large part of this century students with disabilities have been excluded from regular school 
settings without a legislative mandate to education. This is reported within Tasmania’s own 
history and events elsewhere in the developing nation. At the turn of the 20th century, as 
legislative mandates introduced compulsory schooling there were already separate special 
education systems in place (Ashman & Elkins 1998, p.30).  
In Tasmania, the colonial past my have long gone, but in 1998, students with disabilities in ‘The 
Teacher Tales’ have the status of ‘inclusion kids’. The status as alien ‘objects’ recurs through the 
interpretive frames in the voices of the two teacher informants. Their field data was collected 
across 14 schools in one Tasmanian district. Dee reveals how her son’s developmental delay 
becomes read as a ‘behaviour management problem’ and exclusion from the other children in the 
group occurred through the perpetuation of a kindergarten tale: ‘he does naughty things.’
2 Curriculum from the special school system has a folklore status of achieving equitable 
outcomes for students with disabilities. The nostalgia for the ‘good old days’ when students with 
disabilities attended separate special schools and the indictement of schools as  being unable to 
deliver ‘life skills’ curriculum are argued as a reason to perpetuate separate schooling systems. 
Whose voice is this?  
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‘When these children left the special school they were appropriately skilled to function in 
society.’
3 Present in these early voices is the faltering desire to construct curriculum that 
acknowledge diversity.  School principals record their fragile commitments to principles of social 
justice and transformative action. In 1996 there is a deference to traditionalist ideology and an 
unmovable curriculum.  
‘I agree with inclusion but I reckon we are going to see the full circle’. 
‘You know, in all my teaching career we have been encouraged to treat all children as 
individuals and meet their needs. In the mainstream it is impossible to cater for a child of 
Sarah’s ability and expect that her needs will be met’. 
4 The parent reminds the professionals of the power of the separate traditions. 
 ‘The question I am most wary of is, wouldn’t your son be better off in a special school?’ 
From the professional discourse the normative, immovable perceptions of curriculum pervade. 
‘How can we cope with a student in grade eight who is operating at grade two level?’ 
5 The support teachers in their questionnaire responses reflect a surface reading of 
humanistic approaches to curriculum. Writing curriculum in mutant forms such as ‘mutilayered’ 
teaching, ‘alternative’ education programs, ‘adapting’ curriculum and learning environments the 
adoration of method and the privileging of practice is strong. Conversations that story curriculum 
are silences in the early narratives.
6 A guidance officer privileges professional power to justify a functionalist curriculum.  
‘… how equitable is it when some students were better off when they learnt life skills and 
social skills. We are segregating students by mainstreaming them – look at them in the 
yard, they are either alone or with like children.’ 
7 Professional understanding of inclusive and exclusive curriculum is unexplained other than 
in the dualism of mainstream and special practise. The voice of a principal tells:  
‘Mainstream schools are not adequately resourced to be able to offer appropriate life skills 
programs.’
Whose curriculum (his)story is this? Gough (1998c, p?) shows how many stories of educational 
inquiries still resemble the classic logic and deduction of detective fiction – ‘a quest for the 
(author’s emphasis) truth about some aspect of teaching and learning’.  
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This first reading of the discourses of inclusive schooling is part of what I have loomed as my 
initial representations of inclusive schooling. In the second reading is the evolution of the 
understandings of the reconstructive discourses. After writing and reading once, I look to these 
discourses and data to do what I have done often in this narrative, to write the text again. This led 
me to consider the interactive power employed or claimed by the social actors. By looking at the 
data from the benefit of having shared the initial claims and responses out of our interactions, 
patterns of the social identity, norms, values and power claims, the author function realises the 
discursive practices which constitute the subject. Within stage three, I joined with those whom I 
had chosen as key informants of my study – Dee as the parent informant, Deb and Jo the two 
teachers and Lou the policy-maker. As the Carspecken model outlines, this process is crucial to 
the democratisation of the research process. My politics was now under scrutiny by others. 
Stage three: dialogical data collection
In stage three, the researcher ceases to be the only voice allowed in the building up a primary 
record. Here, the idea is to begin conversing intensively with the subjects of one’s study through 
special techniques of interviewing and the use of discussion groups. Stage three generates data 
with people rather than records information about them. It is crucial to qualitative research 
because of used properly, it democratises the research process. Such new data, or information, 
will often challenge information collected in stage one and analysed in stage two. But there are 
good reasons … for delaying dialogical data generation until a primary record has been developed 
and partially analysed (Carspecken 1996, p.   ). 
The first part of the analysis breaks here. In the second part of the analysis I also look to the visual 
intertexts progressively added into the data to support the understanding of the evolving history of 
inclusive schooling. 
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Intertext to the analysis 
1
This intertext interrupts the two readings of the data. The intertext describes how the theorising of 
the methodological positioning of the thesis text is connected to the data analysis. In the second 
reading of the big story I thread the meanings of my early interpretations from the preliminary and 
reconstructive phases of the research into the ‘narrative arguments and counter arguments’ 
(Kamler 1998; Farrell 1998) from the data produced in 1998. This is my movement towards the 
fourth and fifth stages of the Carspecken (1996) model, the system of cultural themes of the local 
site, which connect to the wider social domains. This is what characterises a ‘critical 
ethnography’, a research account that is:
...sensitive to the dialectical relationships between the social structural constraints on 
human actors and the relative autonomy of human agency. Unlike other interpretivist 
research, the overriding goal of critical ethnography is to free individuals from sources 
of domination and repression’ (Anderson 1989, p.249).  
The readings in this analysis are a mapping and experience of the ISDP as narrated by the key 
informants and myself as a participant and maker of this big story. In this thesis inclusive 
schooling is constructed knowledge – knowledge that is complex, heterogeneous, contradictory, 
and a site of action where positions of power and the powerful are taken up, resisted or silenced 
by the social actors. I continue to insert my shaded assertions to weave ‘diffractions’ of this 
knowledge derived from the mutually constitutive processes of language and subjectivity. From 
these positions I am consciously engaging in theory building. This practice has changed me. As 
Haraway (1997, p.273) explains:  
Diffraction patterns record the history of interaction, inference, reinforcement, and 
difference. Diffraction is about heterogeneous history, not about originals. Unlike 
reflections, diffractions do not displace the same elsewhere, in more or less distorted 
form, thereby giving rise to industries of metaphysics. Rather, diffraction can be a 
metaphor for another kind of critical consciousness at the end of this rather painful 
Christian millennium, one committed to making a difference and not to repeating the 
Sacred image of the Same. Diffraction is askew of Christian narrative and Platonist 
optics, in their sacred secular technoscientific story cycles as well as their more 
orthodox manifestations. Diffraction is a narrative, graphic, psychological, spiritual and 
political technology for making consequential meanings.  
For the critical ethnographer, the cultural construction of meaning is inherently a matter of 
political and economic interests. Accordingly to the critical ethnographer, the ideological nature of 
knowledge resides in the embeddedness 
 of commonsense knowledge (and social science knowledge as well) in political and economic 
interests (Anderson 1989, p.254). Poststructuralist theory and feminist theorists work ‘on the 
production of the fabrics of sociocultural practices’ (Rhedding-Jones 1996, p.23). My double 
method, the responses of others, the entwining of inside and outside elements from critical 
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ethnography, allow me to work with ‘conflicting frames of knowledge … without hierarchies’ 
(Rhedding-Jones 1996, p.23) 
In their inspirational work, Lather & Smithies (1997) look at the life of women living with HIV 
aids not as an epidemiological construction of AIDS, but rather as a social construction. Seminal 
critical educational studies of the past decade – for example, Berlak and Berlak (1982) Dilemmas
of Schooling; Bowles and Gintis (1976) Schooling in capitalist America; Apple (1986) Teachers
and Texts; Connell et al. (1982) Making the Difference: schools families and social division; 
Willis (1977) Learning to Labour – explore schools as sites of cultural reproduction mediated 
through human agency by various forms of resistance and accommodation. These studies have 
provided a powerful acknowledgment of the ways schools produce/reproduce social and cultural 
relations of society through the political struggles involved in education. These understandings 
have had little influence within the special education knowledge tradition and are acknowledged 
by only a small number of academics in the field (see Slee 1997; Slee 1998a, p.129; also Slee, 
Weiner & Tomlinson 1998).  
I am concerned that in the most recent writings of the special education field there is the circuitous 
tendency to adopt the ‘epidemiological’ framing of the field, the perpetuation of the dominant 
established voices, the constructing of knowledge about inclusion as ‘objective’, ‘out there’, 
‘external’ (Grundy & Hatton 1995 p.17) The textual authority of the field persists unmediated, 
privileging a single narrative voice. The dominant  voices attempt to deflect the understandings 
postpositivist thinking can bring to enquires about students with/with out disabilities and other 
groups that continue to be marginalised within schools. Poststructuralism however supports me to 
understand this voice and make the ideas available for a different purpose.  
Ideologies are discursively constructed of a complex set of narratives that are 
intertextually composed of other (religious, scientific) texts, so that they seem familiar 
and respected. Ideologies present plausible explanations of social life that establish the 
basis for solidarity (Brantlinger 1997, p.428).  
My first reading understood inclusive schooling constructed as seven dualisms: 
traditional/relational, resistance/change, policy/practice, consultant/colleague, client/person, equal 
resources/different resources, exclusive/inclusive curric-ulum. The stories from the early phase of 
the research constructed the preliminary accounts of the narratives of the key informants and the 
‘responses’ from reflexive interpretation – a process of constantly testing theoretical work and the 
data texts against each other (Grundy & Hatton 1995, p.11). The multiple positions become a text 
that is ‘usable … (i)n working to decentre, destabilise and disperse a single privileged narrative 
voice’ (Gough 1994,p. ?). It is through the process of seeing these discourses as discursively 
produced through the special education knowledge tradition that ‘author function’ is diffracted. 
‘Foucault warns against totalising theories which appear to resolve contradictions through 
cohesive explanations’ (Rhedding-Jones 1996, p.24). Patterson (1997, p.425) describes this form 
of analysis after Foucault (1977; 1984a), as ‘a condition of doubt’.
Positioned as alternative explanations for how ideas, practices and personal comportments get 
installed or taken up in particular ways under particular conditions, a condition of doubt draws 
attention to the ‘object’ as socially constructed, historically positioned and culturally anchored, as 
is the researcher (Patterson 1997, p.429). Patterson suggests that instead of reading binaries or 
dualisms (her examples are those of gendered responses of male/female in the English classroom, 
a ‘reading from the head’ and ‘reading from the heart’, and its alignment with the gender binary), 
that we could examine instead the rules and procedures by which ‘personal response’ (a dominant 
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pedagogy in the English classroom) and gender are put to work in the English classroom. My 
suggestion is that similarly in the field of inclusive schooling we might look at how the binaries 
can contribute to breaking apart and exceeding our knowing, how we can put ourselves to work to 
unravel and problematise the complexity of inclusive schooling within each of our localities.  
Foucault represents subjectivity as part of an ensemble of techniques that form particular 
pedagogical apparatus: a linguistic artefact; a technique of literary education. This ensemble might 
consist of systems documents, classroom activities, classroom texts, professional development and 
teacher education, architecture, pedagogy, the arrangement of bodies in time and space (Patterson 
1997, p.432). If we apply Foucault’s view that discourse operates to draw maps of the field, not 
revealing something that has been overlooked in the field previously, but doing other things with 
it, our reconstructions are ways for other actions within our localities.  
I have drawn on the work of Grundy and Hatton (1995) in their discussion of ideological 
discourses in teacher education to test the texts of inclusive schooling against a theoretical 
discourse of social transformation. This is how I write within Carspecken’s frame, moving 
towards the conceptualisation of the social systems that operate within inclusive schooling. I have 
done this writing and thinking not through a slavish adherence to the five stages. In the text I have 
written the logic of the process as coherent and segmented. My movement through the thesis and 
the adoption of a poststructural reading asks me to seek questions about the meaning of this way 
of working. Throughout this process I have been sensitive to my own methodological and 
theoretical actions, not as a single subject, but one who is connected to the work of others. The 
dialogical framework over the second phase of the story writing led me to add some further stories 
and to emerge with a rethinking of earlier constructions. The gallery of visual narratives and the 
textual form supported the next phase of the work. These data are texts to understand the social 
relationships of lived experience with others, to understand the relationships of subjectivity and 
objectivity.  Challenging the status quo of research products is developed through the 
juxtaposition of a range of genres, ‘by addressing decentred reading audiences within a text, by 
layering meanings, and by the occasional personal inclusion in the research of the writer’s voice 
and body’ (Rhedding-Jones 1996, p. 29).  
The second reading of the data follows. The reconstruction inscribes thirteen dualisms not seven. 
As I rewrite these dualisms I am looking to the threads that are missed or tangled. My aim is to 
show what multiple meanings are embedded in the practice of everyday texts: what we study is 
what we theorise.  The ‘texts’ of the thesis text are historically positioned over time.  Texts of our 
world bring into play our conflicting histories and discourses, and foreground the many 
possibilities in a narrative because of our particular cultural and discursive positionings.
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Second reading of the data 
‘threads, tangles and patterns’, what three 
years adds to one loom
 
 
Traditional/relational 
1 In the reconstructive stage of the analysis I described my intention to proliferate meanings 
of inclusive schooling and through this way of theorising to grow richer in our understandings. 
Conversations and reflection over the three-year period suggest to me that a single agreed 
meaning of inclusive schooling is not possible, nor will it support or sustain social justice for 
students with/without disabilities. The binaries of special/ordinary or now as it is being written by 
some as inclusion/exclusion, have long standing (hi)stories in educational discourses. The 
capacity of western education systems to unsettle these positions during the course of this century 
are contested and repeatedly described as failures (Connell 1996). Desires for definitions about 
inclusion seem to pay little heed to warnings from earlier writings of the field. Ainscow (1993, 
p.202) suggests that unless the dominant perspectives of the special education knowledge tradition 
field are acknowledged, ‘It would be foolish, not to say unethical to replicate previous mistakes’.  
In this thesis I have selected the words ‘Inclusive schooling’ to write from. My efforts are to 
sustain a focus on schooling and education as central to this research. In recent theorising of 
special education (e.g. Clarke et al. 1997; Clarke et al. 1998), traditionalists have over ridden any 
serious interest in discourses of poststructuralism and feminism. Recent efforts to assert 
definitions such as those of inclusion and exclusion lead to speculation that the theorising and the 
practice of inclusion are centred on a certain truth. The circular nature of the use of terms such as 
‘integration’ and now ‘inclusion’ in the special education literature over the past ten years 
suggests that changes within the special knowledge tradition to theorise and reflect movement in 
practice outside of the traditions of the field are cosmetic. Attempts to internationalise and 
promote global understandings of a single unified meaning add other tensions. Inviting and 
important as it may be to study international developments, the (re)awakening of imperialist 
discourses is unable to answer questions of whose power is being used.  
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Deep level understandings of inclusivity as an expression of contemporary social justice are less 
prevalent in the literature of the field (see Christensen & Rizvi 1996) for an authoritative work in 
this area). ‘Schooling is the institutionalised form of society’s ideas and hopes about education. 
Schools are intended to protect and nurture the pursuit of educational (and other social) values 
(Carr & Kemmis 1986). Christensen  and Rizvi (1996) in the introduction to their book describe 
the continuing turmoil within the field of special education as an indicator of core unresolved 
issues in the field. Fundamentally these issues concern social justice and the rights of students 
with disabilities and the underpinning concept that many of the recent reforms in special education 
are insifficient to take account of the cultural economic and political realtions that define people’s 
lives in schools and society (p.4).  
2 Dee, in the second part of her story, describes a position on inclusion. Her perspective 
derives from a description of the events leading to the production and presentation of the annual 
end of year concert in a small rural community.  
‘This is what inclusion is all about.’ 
3 She describes a position that contrast with events in her earlier story. The former school, if 
asked would have said they were ‘including’ Sam, his presence in the school is enabled through 
the ISDP.  
Each school setting has a differing discursive frame. The available choices to Dee are constructed 
as forms of authority and are engaged by those around her through a certain professional truth.  
4 In the first setting Dee and Sam are part of a struggle for an appropriate education. From 
Dee’s account in the first story series Sam was at times being excluded, perhaps unknowingly by 
the school. Working to include Sam, the school becomes constrained by a reality. Sam was the 
first student with a disability enrolled in the school.
5 In the second story, Dee writes of the ‘shining example of inclusion’. The principal 
assisted with everything from the toiletting to the budgeting, yet there was also the enforcement of 
the 2 p.m. finishing time, an exclusionary practice for both Sam and Dee.  
‘Our case is referred to as a shining example of inclusion – but I think it is a fragile and 
vulnerable success, and I am ever vigilant: its success depends on the interplay of so 
many variables, and centres on a child who is constantly learning and growing in an 
environment.’
6 Dee also speaks to the ISDP. She shows her skills of navigation in the political system of 
funding to secure resources. The system relies on the professional discourses of the individualised 
medical and psychological voices dominant in the traditions of the special education. Dee is wise 
to the politics of negotiation that occurs within professional practice.  
7 Dee’s story over the three-year period tells of the high points of elation contrasted with the 
frustration of being the dominant figure in navigating Sam’s entitlement to education. She speaks 
openly of her struggles to assure her identity as a woman, of her desires of academic achievement 
and a good life. She also voices the comfort she has gained from a supportive school environment.  
8 Dee is an articulate mother who communicates clearly to a wide audience her experiences 
and understandings about her life and the search for educational processes that are inclusive of her 
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child, and herself as a mother and a community member. There are many parents with/without 
students with disabilities who do not have the social capital to speak with the power that Dee has. 
The process has been a struggle for Dee. What of those parents who are unable to harness their 
voice inside a system of education that perhaps also excludes them?  
Some years ago I was conducting a parent workshop in a remote part of Tasmania. The workshop 
was to assist parents of young children with disabilities. The focus was challenging behaviours 
and ways of working with young children. Parents spoke freely; there were many questions. 
Within the plenary discussion for the day, the topic of transition into school arose. The discussion 
developed into the weighing up by the parents of those who would keep their children within the 
local community and those who would choose to have their six year old children with a disability, 
spend two hours a day on a school bus to attend the segregated special school in the city. One 
parent who had rarely spoken within the entire day moved us all when she broke the silence with 
the words: ‘I went to a special school and it has taken me all my life to get over that experience, 
people thinking that I was no good. I do not want that for my child.’ I left wondering whether this 
parent would have been able to speak without the support of the group. How many parents of 
students with/without disabilities experience this sense of exclusion from schools?  
9 The second stories of the teachers and the policy-maker generate further aspirations and 
ideas about inclusive schooling. In ‘The Teacher Tales’, Deb and Jo speak about  ‘a system where 
inclusion has been going on for a while’ and
‘the high school issue around including kids with any needs at all, I’m not just talking 
about kids that have high needs … I’m not talking about kids that don’t just fit the 
grade or the class. And it includes behaviour, modifying school curriculum is critical 
and so many kids need the modified curriculum and the alternative studies and that 
means that so many kids needs are not really being met in the current situation’. 
10 Deb and Jo highlight the dilemmas of the inclusion/exclusion binary in practice. They are 
alert to the needs of students with disabilities. They also highlight the large number of students, 
who for one for reason or another are finding many unmet needs in the practises of schooling. Deb 
speaks of the struggle for curriculum renewal and how old curriculum stories are being retold. 
Deb reads the problem critically, some of her colleagues are unable to read constructions of 
themselves as contributors to disadvantage.  
11 Students with disabilities are understood as a dislocation in the privileged professional 
world:
‘… a worsening of our conditions … to suggest and reiterate the negativity, I think of 
the whole comment about the inclusion kids and the labelling … They see it as an add 
on, someone sends out a document from above, some one sends over a few inclusion 
kids from South Park school.’  
12 The conversation with the policy maker brings understandings within the field of practice 
in another form. Lou as the policy maker gives a deep level meaning to the term inclusion. She 
talks about inclusivity as framing educational ideas for other groups of students and how gender 
perspectives intersect as an issue in the professional practice of school principals. Stories of 
Principals show them as being exclusive in their own actions. An example lies in the description 
of literacy and numeracy testing – on that day some children are told not to come to school. 
13 Retelling her frustrations and reflecting on past practice Lou says:  
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‘I wish we had never called it inclusion [referring to the ISDP] … I suppose we have 
broadened it, and when we talk about inclusive practice people now think about 
aboriginals and disadvantaged, but if you talk about inclusion as a word by itself people 
just think about students with disabilities.’
14 The inclusive schooling discourse reflects the diverse social experiences and social 
conditions of the social actors. The subject is constituted in a multiplicity of discourses. ‘Subjects 
are dynamic and multiple and always positioned in relation to particular discourses and practices 
and, in turn, being produced by these as subjects (Blackmore 1996, p.256).  
The positions taken up by the teachers are those of gatekeepers of the general public good. The 
professional voice produces a normative vocabulary about ways that children can learn, 
privileging an elite traditional knowledge. The teachers’ lack of interest in the professional 
development evening organised by Jo left her asking why was it that the teachers disengaged from 
the ‘teacher friendly’ presentation. The teachers endorse the cultural knowledge of disability as a 
foreign and removed from their social positioning. The discursive positioning of disability 
through category and classification as a stated in the ISDP (DECCD 1995b), allows a 
reproductive view to be acceptable in the commonsense knowledge of the school and staffroom. 
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Resistance/change
1 A crescendo of resistance builds up in the talk of teachers in ‘The Teacher Tales’. The 
revisiting of the professional world through the second retelling locates the discourse of 
professional resistance against the minority active in reconstruction. Deb and Jo, two years later, 
reflect on their text and the stories they now hear in the field.
‘So many kids need the modified curriculum and the alternative studies and that means 
that so many kids’ needs are not being met.’ 
2 Lou, the policy-maker speaks of her ‘victory’, as the public rejection of inclusive schooling 
decreases through the official channels of the bureaucracy. She also mentions ‘the hard work 
beginning’. The students are through the door metaphorically, but in Lou’s terms are perhaps not 
all in ‘very fruitful educational environments’.
3 Deb and Jo in their reviewing of the three-year period from their initial writing give a 
mixed account of the negotiation of inclusive schooling. The dominant institutional discourse 
troubles them. Their talk expresses a concern for all students and their learning. They continue to 
draw upon the multiple discourses of professional development, bureaucratic requirements, time 
and public and private views of teachers, to understand this resistance. 
4 Deb and Jo separate the professional discourses between the primary school and the 
secondary school. The distinct gender difference in the organisational profiles of the female 
dominated primary school settings and the male dominated secondary school settings are treated 
unproblematically by the support teachers. The comment of secondary school teacher, ‘there’s no 
way the high school would put up with kids like this... well sorry you’ll have to find a special 
school or we won’t take the child’ speaks the resistance of the content and subject-matter focussed 
secondary curriculum. In this way the curriculum maintains status and the students are marked as 
deficit.  
5 This view of secondary schooling and its exclusionary power presents  a lack of personal 
investment in schooling outside of the dominant narratives within the secondary school setting. Jo 
cites the example of the English class where the practice of studying a text uses a linear 
pedagogical movement with one textual form.
‘I’ve come across this with quite a few kids that I work with where they are expected to 
participate [in studying] the same novel as everyone else. There hasn’t even been the 
notion that you could be working from three or four graded novels, and study the same 
aspects of the novel.’ 
Another example given by Jo reflects the dominant voice of the ‘hard’ academic subjects:  
‘… the program modification [for the student with disabilities] is not really addressing 
the curriculum – it is being modified to let’s link them into the farm project, lets link 
them into this practical side of things, let’s access such and such outside of the school 
setting.’  
6 Jo and Deb describe the pedagogical practice of primary teachers as being progressive. 
Reflecting on their constructions and alliance to the female dominated primary school settings 
they comment:  
 ‘… we are prepared to adapt and give things at different levels of work with groups 
simultaneously, we just seem to have built that level of skill. Whereas in the high 
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school still very much traditional style. Very often facing the front … not much 
interaction, you know not a lot of attention to co-operative learning or anything.’  
7 Deb and Jo describe their work as support teachers, in terms of ‘battle’ and ‘survival’ 
metaphors. Jo says of her work: 
‘it’s been battling really in one word, and you really feel like it is an uphill thing all of 
the time … But yeah, the way my experience has been just up until this point would 
really have to say [has been] a battle and you have small wins along the way, in isolated 
circumstances. At the end of the day I am not sure we are in front. Not sure we are 
winning the overall battle. Is this really working?’  
Deb in her reply says: 
‘there were certainly times when I did feel stressed in the role in that I was concerned 
for how other people were coping. Like just seeing the impact of inclusion on other 
teachers. And they’d see you coming along and you know ‘ohh no she wants another 
IEP meeting’. And the pressure as far as funding goes, around funding time, you feel 
certainly pressured and stressed when teachers, Principals, and you have to say can you 
get us more money and we need more support we need more funding, and everyone 
saw their case as number one.’  
8 Voices of the union, are heard clearly strongly in the policy maker’s story. Her frustration 
in trying to navigate the obstacles placed before the bureaucracy is evident. The union presents 
students with disabilities as a threat to organisational harmony of the school. The union interest in 
the grievance policy rather than issues of professional development and resourcing reflects the 
Teacher union deferral to the personal and professional interests of the principal rather than the 
teachers, students and parents.
9 The visual intertexts gather other storylines. These stories are from an archive in the public 
domain. The photojournalism files stack up the publicly palatable images. These images locate 
interpretations of students with/without disabilities, and their teachers over a rapid period of 
growth of special education services from 1967-1998.  Some images are repetitious: time has not 
rewritten the portrayal of students with disabilities. In the classroom sequences traces of the 
developmental curriculum master linger in the Lego blocks and mathematical tasks constructed as 
exercises in basic processes.
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Policy/practice
1 Lou describes her inheritance of the ISDP policy as a genealogical line from her 
predecessor. She brings to her discussion a national perspective, placing her role within a context 
comparable with other states of Australia. The perception of Tasmania as being ‘much more down 
the inclusion line’ and ‘an educational and ethical commitment … way back … we jumped off 
earlier than anyone else, it is easier to change in a small system’, speaks of an optimistic position 
for policy turning into practice.  
2 In the conclusion of our conversation, Lou refers to the allocative mechan-isms used in 
other states of Australia as being heavily dependent on disability categories. Lou illustrates how 
the greater number of students in the larger states prevents a close scrutiny of student need. The 
resources to students with disabilities that she advocates are contextualised and localised in the 
Tasmanian system. In the Tasmanian context each individual student is considered within their 
school locality, rather than in the larger state system where strict classification labels are used to 
calculate formulas for teacher aide hours. The problematic nature of the categorical framework in 
the Tasmania policy is a silence in the policy-maker’s story.  
Although evident in the early history of the benevolent and charity schools, Tasmania, unlike 
other states, has not maintained a separate non-government system of special schools. This is a 
distinctive feature of the Tasmanian system. In other states of Australia strong and powerful 
‘white coated’ discourses of the medical and charity perspectives continue to perpetuate the view 
of  education of students with disabilities as separate and dependent on the medical and scientific 
discourses. Moving away from traditional practices involves breaking apart (not through conflict), 
the strong political and financial connections of the powerful establishment disability politics.  
3 The visual intertexts show special education policy in practice between 1967-1998. The 
images across the period feature specialist teachers in separate schools in their medical white 
coats, teachers using scientifically designed sound equipment for students who are deaf or hearing 
impaired; teachers using the Perkins Brailler for the blind. These are images of the apparatus and 
paraphernalia of the early period of modernist scientific progress. Uncredentialled teaching 
assistants work within and outside the classroom.  
4 The visual intertexts narrate a story of policy into practice. Since the 1980s, separate 
school facilities for students with sensory disabilities have not existed in Tasmania. These students 
have attended regular school settings for nearly twenty years. In 1988 the special school in the 
State institution Willow Court closed. In 1991 the separate school for students with physical 
disabilities was also closed. In 1998 another special school closed. The gaps of 
liberation/domination are open for reconstruction in these texts. The investments of girls/women 
as the dominant labourers in the special needs community are visible.  
5 The progressive building up of the ‘white coated’ scientific and charity images through the 
intertexts authorise dominant power relations. Images 7 and 4 are of politicians and public 
authorities positioning themselves in a humanitarian stance. The 1990s image is the then Premier 
of the State. The setting is the incumbent’s office.  
6 The images of 1998 are a contrary pattern of liberation and domination. Image 6, 1967, 
image 9, 1973 and image 26, 1998, when parallelled, signify different periods of times but similar 
pedagogical practices. One to one teaching interaction positions students with disabilities as being 
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disciplined through the construction of expert systems. Represented together in peer support are 
the young female bodies with the young male child with a disability. Females are the dominant 
helpers. In the same intertext is the image of the female teacher. Female teachers with an average 
age of 47 dominate the teaching profession, particularly the primary and early childhood settings. 
The educational experience recorded from images that span thirty years are ‘focussed’ by the 
Piagetian developmental lens.  
7 Image 16 is of a special school Principal in 1980. In 1998, there are 26 males in the 125-
strong special school teaching workforce. Of a total of 56 promoted positions in this system, 34 
are held by men (see Table 1, p.125). Master discourses continue to persist and are unquestioned 
in a field of one truth.  
8 The comprehensive school is open to interpretation as a systemic variant where 
possibilities for inclusivity will/will not grow. Lou speaks out of the school effectiveness and 
reform literature. She describes the role of the principal in the school, their positioning of 
acceptance - or not - of a social justice discourse. Principal’s use the counter-hegemonic union 
discourses to politicise the context and advance the humanitarianism thesis concerend with 
teachers and their stress, rather than concerns for parents and students of the school.
9 At the national policy level, conservative economic rationalist bureaucracies contribute to 
the disappearance of social justice discourses. The NSES was due for review in 1998. Within the 
current Coalition leadership there has been no action to review this policy. Lou’s discipline 
metaphor of the schoolies’ ‘big stick’ in reference to the 1994 deposed Labour Prime Minister, 
and his actions in ensuring the NSES was in place remind us, that within Australian society the 
rhetoric is of a ‘fair go’ but the reality is of a silent and deep system of class domination and 
colonial structures. My reading is that the comprehensive schooling is not a sign of a dominant 
value system and is under siege from the hegemonic discourses of reform and restructuring. 
Blackmore et al. (1996) have recently written about these dilemmas in an Australian case study of 
a whole school approach to gender reform:  
The disappearance of social justice discourses is most evident with new conservatives 
regimes in Victoria since 1992. It is possible for more powerful members of the state to 
call upon more hegemonic discourses of ‘reform’ and restructuring which privilege 
issues of efficiency, effectiveness and rationalisation over equity (Blackmore et al. 
1996, p.276). 
10 Deb and Jo foreground the dilution of social justice as they narrate their teachers’ 
perception of their work with students with disabilities. They describe the teacher knowledge of 
the DDA as scant. Unless a teacher is going to teach a student with a disability in the immediate 
future they are uninterested in yet another policy. For the teachers the ISDP is a static immovable 
object and cast as an encumbrance similar to the KILOS (Key intended literacy outcomes) and the 
KINOS (Key intended numeracy outcomes). The latter are the outcome reporting processes in 
literacy and numeracy that teachers in the government school system are required to complete for 
all students between the school years 1to 8.  
11 Deb and Jo suggest possibilities through teaching practice to reread and transform policy in 
emancipatory ways.  Jo suggests inquiry through taking risks in attempts and to transform one’s 
experience of teaching. She also displays openness to professional learning through her 
participation in a different school system. Jo also reminds us through her description of the staff 
meeting where ‘not one person took notes, not one person said thanks, not one person asked a 
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question’ of the subversive manner in which active resistors to reform can operate. Deb and Jo are 
a minority voice. The complexities of resistance within hegemonic school-based systems of 
knowledge reproduction open ways to theorise change.  
Consultant/colleague
1 Deb and Jo present the lived experience of the support teacher role amongst the 
interdistrict politics of teacher aide funding and resources for professional development, a politics 
that privileges the central bureaucratic requirements for basic skills acquisition (KILOS and 
KINOS). Deb and Jo demonstrate sensitivity towards the many pressures under which teachers are 
working. They are aware of the competing discourses and wide responses from teachers. They 
acknowledge feelings of success in some settings, and of mistrust and betrayal in other settings, in 
which centrally handed down initiatives such as the ISDP are taken up.  
2 Deb and Jo reflect on the work of their support teacher colleagues with an empathetic 
respect for local attempts at pedagogical transformation.  
Jo: ‘Really a big part of her job has been focused on a trial in this area looking at, 
working with teachers on modified curriculum, teaching strategies and so on. Whether 
it is co-operative learning whether it is planning to Bloom’s taxonomy.’ 
Deb: ‘It is unfortunate that she only has the time to work in one high school, I mean it 
would be great to have some-one in every high school, support for teachers.’
3 The teacher dialogue begs many questions. How successful is the support teacher in 
countering the deficit discourse of teachers in classrooms? How do support teachers become 
positioned in this way? The special education knowledge tradition constructs curriculum in terms 
of ‘homeostatic… means-ends or (process-product)’ (Gough 1998a, p.59) model. The teachers 
advocate a preference for a ‘life-skills’ curriculum. The special school curriculum is characterised 
by foundational views of ‘back to basics’ knowledge. Developed from the benevolence and 
charity orientated history of the separate systems the curriculum perpetuates vocational 
economism that is based on exploitation of low labour costs. While the exploration of method 
(such as the examples given by the support teachers: co-operative learning, peer tutoring, Blooms 
taxonomy) reflects multiple approaches to teaching and learning, uncritical exploration and 
technical use of method is more often heard as a popularist voice with a privileging of practice 
rather than a practise of inquiry and reflection. 
Conversations about curriculum are missing. The curriculum talk is of method. The absence of 
engaged curriculum dialogue is disconcerting. To try and make some sense of this position I ask 
more questions. What is the impact of centralist implementation of the Australian learning area 
statements? Have these reforms established a discourse of teacher resistance? Do the conditions of 
over zealous multiple central reform initiatives disenfranchise teachers from the valuing of 
curriculum as a topic of public debate? What teachers position themselves as ‘democratic 
curriculum’ leaders (Gough 1998a, p.48)? What discourses might position curriculum leaders as 
‘democratic’?  
4 Deb and Jo illustrate the unique conditions of the high school. They describe ‘low’ literacy 
levels, they ask if there is a comprehensive education for all? They are witnesses to the negative 
constructions of diversity within the school – the existence of bullying, the harassment, the 
objectification of these students by others – ‘Kids coming out from the special school system and 
not fitting in the mainstream’.  
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5 The reading of the school as a site of change and organisational paradigms is understood 
by Deb and Jo. Jo speaks out of an awareness of academic literature, the role of the wider socio-
political context, and the place of research. Each reflects on how access to professional 
development of all kinds has created new conditions of reflection and learning for them. The 
constraints of the policy processes upon them are read as an inhibitor to successful 
implementation. As Jo said: 
‘With our paper we were wanting to highlight the process of change, just purely in its 
own right, change with anything whatever it is. And we tried to parallel that at the end 
of our assignment there with an issue relating to inclusion and change and I think that 
was summarised, I know that I read back through that and really felt that did summarise 
for me, how I felt about it. Developing the awareness and knowledge about what 
inclusion [is], looking at the socio-political context that drives inclusion. Awareness of 
the research, of the problems that are going to be inevitable, the implementation and 
that is a process that takes place over time. It can’t be expected to be instantaneous. 
And the fact that there is research to tell us what will promote the success of inclusion. 
We know there is already research there saying what we need to do. The painful part of 
the whole thing was to realise -  that – that -  did not ever happen. It did not happen for 
me, it did not happen for Deb, it did not happen for the teachers we talked to and 
without that where are you really? There is nothing to base anything on …’ 
Client/person
1 Medical and psychological discourses legitimise the status of students with disabilities. The 
strength of these discourses works against the parent in her establishment of an educational 
entitlement for her son. Eligibility on the register is a political issue contested within the arena of 
the professionals. Eligibility is a requirement for individualised funding. Dee describes how 
eligibility on the register is not a guarantee for funding.
2 Within the professional discourse the teachers use the language of classification to make 
determinations about educational programs and curriculum content: 
‘we have kids with IQ less that 50 in our regular setting, whose social skills and 
behaviour and a whole range of things added [in their lives]. In the mainstream they 
will not fit in, they need to be trained in social and life skills if they are so intellectually 
disabled it needs to be practised all the time and (s)he will say that is not happening in a 
regular setting and (s)he would be right for those kids.’ 
3 The longevity of experience as a professional (teachers, guidance officers) is taken as 
authority to define the type of schooling and thereby life chances available for students with 
disabilities. 
‘That particular person has extremely definite views about inclusion, but really believes 
in the place of the special schools setting for some kids … on the bottom of the report 
[he/she] would write something like ‘I would recommend a special setting, but of 
course that is not going to be possible … the prospect for this case are poor.’ 
4 Client status leads to exclusion from a comprehensive system of education and the 
privileging of the exclusive constructions of ability grouping. The privileging of homogeneity in 
class grouping persists in the secondary curriculum. The acceptance that students with disabilities 
can access both special and regular settings affirms a client status and the exploitation by the 
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professions of the market culture of schooling. The model of dual enrolment of students with 
disabilities in special and ordinary schools perpetuates the status quo.
Equal resources /different resources
1 In the ISDP the differentiation of resource allocation according to disability is central to 
the policy. The allocation is dependent on a bureaucratically constructed process where annually 
schools submit funding requirements for students with disabilities. Teachers and principals often 
use this part of the policy to accept or resist the education of students with disabilities amongst 
their peers.
‘There are people out there who think that it is good to include kids, and it is fair and 
right according to the law and the whole rest of their rights. But they don’t think it is 
fair on the kids because of the lack of resources.’ 
2 The provision of additional resources, that is more money, is argued as the foundation to 
inclusivity. This proposition is legitimated by the teachers, support teachers, principals, guidance 
officers and is heard throughout the story series. The professionals do not ask questions of the 
distributive mechanisms of the policy. The primacy given to additional fiscal and human resources 
is uncontested. The differentiation of these resources is understood as part of the discursive 
tradition of special education rather that set against the principles of social justice.
Rules of justice are embedded in all social arrangements, including educational 
arrangements and processes. Consequently, the issue is not whether or not to adopt a 
social justice perspective on curriculum, but rather which perspective to adopt, and 
whether or not it is consciously and thoughtfully chosen or whether you simply accept 
in an unthinking and morally irresponsible way the conceptions of justice embedded in 
current educational arrangements (Hogan 1998, p.1).  
3 Within the ISDP (DECCD 1995b) resources are distributed according to longstanding 
categorical divisions that originate from the special education knowledge tradition. The literature 
review reports the attempts of the Children and Students Count (Ministerial Advisory Committee 
1996) initiative to question these models. The models used by the Commonwealth Government to 
allocate these monies to the states remain unchanged. While the ISDP defers to the NSES, 
questions over justice and the curriculum are unspoken. This discourse is reiterated in the 
exclusive/inclusive curriculum dualism. 
4 Berlak and Berlak (1981) raise these issues as part of the ‘dilemma’ language of schools. 
They argue that the equal/different binary bring to the fore the continuous basis for just 
allocations of school and teacher resources – materials and quantitative and qualitative differences 
in attention and time. The dillemic ways that resources are defined and distributed are reflected 
within the ISDP and the outcomes of the social order centred in practice.
5 The dilemma represents two contrasting conceptions of distributive justice. ‘On the one 
hand teachers are pulled towards the view that all children deserve equal shares and, on the other, 
towards the idea that some students merit some more than others’ (Berlak & Berlak 1981, p.159). 
The dilemmas flow through the voices of the informants.  
6 ‘Should the allocation of valued resources be based on individual merit or on the public 
good’ (Berlak & Berlak 1981, p.159)?  
‘It’s hard to know what to do with them there are so many kids to worry about as well’. 
Inclusive Schooling: Contexts, Texts and Politics 207
7 ‘If the criterion is individual ability should this be defined in terms of native ability, 
individual effort, history of oppression of a group, or cultural “disadvantage”’ (Berlak & Berlak 
1981, p.159)? 
 ‘Rob needs one to one attention otherwise he will stare into space and do nothing … I 
have to be constantly on his back to concentrate on the task at hand. I haven’t got the 
time he needs.’ 
8 ‘That a literally equal allocation is by its very nature fair, in the sense that a child might 
hold that everyone deserves equal sized pieces of the cake …’ (Berlak & Berlak 1981, p.159). 
 ‘It is hard when dependent students who require high levels of support in mainstream 
classes are not adequately resourced and teachers have mainstream programs to run’. 
9 ‘However, because some persons may begin the ‘race of life’ with discrep-ancies in 
socially and/or financially valued talents (skills and knowledge), the outcome of adherence to the 
principles of literally equal shares will likely be preserving inequalities. Thus both equal and 
differenialt allocation may conceivably increase or decrease equality of results in the classroom or 
in the society (Berlak & Berlak 1981, p.159).  
Lou: ‘A lot of money goes into education in a democratic society. I remember Bob 
Connell saying that the real mark of an effective education system is not how well you 
do for the advantaged, but how well you do for the disadvantaged. Because the 
advantaged go in advantaged, they come out advantaged. In the past we have tended to 
not look at mainstream schooling, [closely] not look at what we do in classrooms and 
the way we organise curriculum, the way we talk in classrooms. We positioned the 
problem in the individual and said this individual has a problem, they are disadvantaged 
and therefore what we need is some catch up programs to ensure that they achieve as 
well as everybody else. The way we structure it, [education] the way we teach it, that 
actually adds to the disadvantage.’ 
10 Patterns of this dilemma also refer to what resources are being allocated differentially.  As 
Berlak and Berlak continue, how much extra is given? Is it to the point: 
• where all individuals and all groups at least reach a minimum level of competency 
• until the growth of each keeps pace with others 
• until all reach approximately equal competency 
• to the point where the special skills and talents of the most talented are nurtured? 
(Berlak & Berlak 1981, p.160). 
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Expressed in this way within the currency of Australian education, these issues run on to market 
driven views of education and the maintenance of a sustainable comprehensive education for all. 
These competing discourses are integral to understanding equal/different resources as signifiers of 
the policy/practice, exclusive/inclusive curriculum dilemmas. Kenway and Epstein (1996) cite an 
example of the New Zealand experience where due to severe financial constraints in the 
implementation of the National Policy on the Education of Girls, schools felt torn between equity 
and market competition, ‘usually choosing the latter and indeed often negatively juxtaposing 
affirmative action against individual rights. As a result practices for gender reform lost impetus’ 
(Kenway & Epstein 1996, p.308).  
Exclusive/inclusive curriculum
1 This dualism speaks to the economically developed western liberal capitalist economies 
who have separated curriculum and thereby the access to knowledge from the earliest histories of 
schooling. Mass education is located in the rhetoric of benevolence and humanism towards the 
poor and the less able, to prepare children for their eventual work and social stratification.  
2 In western education separate schooling systems for students with disabilities partition 
access to knowledge. The professional who is nostalgic for separate schooling constructs the life 
histories of teachers as unconnected to issues of justice. Unquestioned is the role of the separate 
system as gatekeeper of the future life chances of those compelled to attend them. Unrealised in 
the professional discourses is the adult experience of most people with disabilities. Australian 
government policy does not support a radical reconstruction of employment options for people 
with disabilities. The market word ‘choice’ is a veil that hides the perpetuation of old models of 
segregated supported employment. For the professionals there is no questioning of separatist 
curriculum systems. The second hand understanding of the popularised charity discourses 
inscribed in the image intertexts of photojournalism, are part of a powerful history that legitimates 
segregation and hegemony, (See images 14, 17 and 18). 
3 The distribution of learning opportunities is a question of distributive justice – who gets 
what and how much? The parent, the policy-maker and the teachers call upon the ways an equal 
or unequal education is distributed within the system. 
Dee: ‘One of the question I am most suspicious of is “wouldn’t your son be better off 
in a special school”.’  
Lou: ‘And I believe that things like the move to increase local management and the 
marketisation has worked against that … When we talk about equity of choice in the 
sense of the life chances that has been reconfigured into the economic rationalist 
agenda, of choice of parents … Principals are more concerned about enrolling kids who 
may well cause their figures or results to look less that they would want them to be.’ 
Deb and Jo: ‘Is it reasonable to expect a teacher to be teaching now what would really 
amount [to an ability spread] across 7 or 8 years of achievement outcomes?’
4 The informants meet the dilemma: should all students get equal learning opportunities or 
unequal learning opportunities? Is equity presumed or is it inequality that has to be defended? 
Legislation such as the DDA (1992) is a legislative framework from which educators can publicly 
defend to include students or prove ‘undue hardship’, to exclude as is the experience when cases 
are brought before the Disability Commissioner to exclude students from school.  
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5 In my story, inclusive schooling is not read as a ‘subject and/or object to be constrained by 
definition, but a focus for speculation- for generating meanings (Gough 1998e, p.1). In the 
curriculum dualism of inclusion and exclusion, rests an ‘evaded’ curriculum (Bach 1998) of 
power and domination. I take curriculum to be ‘the collective story we tell our children about our 
past, out present and our future’ (Grumet 1981 quoted in Gough 1998e, p.1). The 
inclusive/exclusive binary shields the authority of the bureaucracies and the dominant curriculum 
authors. The subject and object of those in power become a force used to retain curriculum as 
unified foundational knowledge. Legislation such as the DDA (1992), intended to be liberatory, 
can exclude and protect the dominant position. If we choose to tell a collective story that conflates 
meanings of inclusion and exclusion as a single objectified knowledge, the future will be blind to 
the many layers of meaning making that are open for reconstruction. The curriculum story offered 
by the Australian learning area statements and profiles professes inclusivity. The discourse of 
diversity is missing from the curriculum story told by the key informants.  
Male/female helpers 
1 The gendering of ‘helping’ in the inclusive schooling texts continue to support relations of 
power. Dee, is the principal caregiver. Most caregivers in Australian society are women. In the 
narratives female teachers predominate and female children feature as peer supports in the image 
intertexts.  
2 The visual intertexts, the stories, the literature and the documentary statistics on gender of 
teachers in the differing sectors and those who hold promotable positions support the dominant 
hegemony. This authority positions female helpers in the inclusive schooling discourse 
reproduced in the discursive systems of schooling and the wider social stratification of Australian 
society.
3 Individuals and groups of teachers influenced by their private worlds refrain from 
conjecture about their positioning as women in society or as female helpers to students with 
disabilities.  
4 Young females feature as the helpers of students with disabilities. The students’ agency is 
constrained by the actions of the adults. Young females are positioned like their teachers and 
mothers in dominant patterns of caring.  Unregulated by reflexive and critical adult intervention, 
female helping continues the dominant patterns of the teaching profession – that is the largest 
numbers of teachers are women and the greater number of promotable positions are held by men. 
This action constrains the disability discourse twice – choice factors are removed for the young 
child with a disability who could exert agency through selection of partners, and for the children 
without disabilities helping too can become a choice, rather than preeminence as a female role.  
5 Lou focuses on the gendered discourse of principalship – more Principals are male. 
Competing discourses of humanistic and technicist management approaches by gender 
stereotyping are called upon by the policy maker. Male Principals set managerialist expectation in 
their roles, female Principals seek something other than the alien technicist convesations of the 
business agenda of the regular Principal’s meeting. The dismantling of the hegemonic masculinity 
of school principals is drawn by Dee. The ‘new times’ principal in the collective interests of the 
school community manages the toileting of a student with a disability as well as the budgeting.
Collective unionist/individual unionist
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1 The policy-maker raises the activity of the teacher union in the navigation of policy and 
practice. She draws upon the multiple positioning of the union as lobbyist, industrialist, purveyor 
of professional development. Within the union discourse she points to transgression in the 
arguments from resources to teacher stress. 
‘In relation to my experience of inclusion the Union has been a very strong player. 
Right back when, when the initial inclusion policy was written there was some 
modifications made to it because of the response of the Union, okay. They have been 
very active in lobbying Ministers and the, in the first couple of years, the issue was 
around resources, that is individual resources for individual kids, I mean they seem to 
think that every kid with a disability needs to have an aide velcroed to their side.’  
‘Then the issue of PD, which is a real one and I don’t have any problems with that. But 
when I acquainted them with what the issues were about, that sort of just in time – and 
they said ohh … we would never have thought of that, had we. I don’t know whether 
they think in this new local management model, we’re just going to hold huge statewide 
professional development programs and one offs, anyway I don’t think they’d thought 
about it. So resources and professional development was the issue.’  
‘They [the union] always start by saying something like, oh we really believe in the 
inclusion policy and its really important, BUT. And it used to be BUT you don’t give 
us enough resources, BUT what about professional development. Now its BUT what 
about stress levels, and we have huge number of stress levels in relation to the 
operation of this policy and people falling over. So I did a search, so I went to human 
and personnel services, since 1995 there have been three stress related workers 
compensation claims based on the inclusion policy.’
2 To make inclusive schooling palatable to the interests of the union collective a system-
wide rather than a local grievance policy is sought. 
‘So we said to the Union fine, we are quite happy, and so now at the moment I’ve got a 
meeting with them next week, we have a check list for Principals, so that they go 
through. So if you’re Principal has never enrolled a student with disabilities in your 
School before and you don’t know what to do, you go through this checklist and tick 
this, tick this. So that’s number one. The second thing that they wanted was a set of 
grievance procedures. Now in the policy itself there is sort of a fairly informal 
grievance procedure that says: if there is a grievance the District Superintendent will 
convene a meeting and mediate between the parties. So I’ve got a meeting this week, so 
we’ve got our checklist document that we drew up, they’ve got their grievance 
procedure and we’ll talk about it, but I reckon we’ll come to some level of agreement.’  
3 In our conversation Lou reports that she is a union member but insists that their voice is not 
her voice. Acting inside the personal subject position the authority of the collective over the 
individual is resisted.  
4 The constructed world of inclusive schooling, gives rise to a ‘recipe know-ledge’. 
Blackmore et al. (1996, p.260) report in their study on gender reform the prevalence of the ‘recipe 
knowledge’ about EO (Equal Opportunity). The  advance of a ‘‘recipe know-ledge’’ is 
everpresent in the discourse of special needs.  
‘Teachers could “list its ingredients”: that girls lacked self esteem, that they should be 
encouraged to go into non-traditional subjects, that boys monopolised teacher time and 
school space, that female teachers in non-traditional jobs would provide girls with role 
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models and that girls preferred non-competitive group work in class. Most staff 
interpreted these aspects of the EO discourse as merely being commonsense and good 
teaching. A common response when asked about EO for girls was: “Of course we agree 
that girls should be treated equally and we do.” Many staff did not agree with the 
particular manifestations of the AA (Affirmative Action) program nor with the 
proactive institutional discourse’.  
Fulfilling a voice and providing a site for the commonsense and recipe knowledge to circulate the 
union acts to  reproduce the status quo.  
Nostalgia/future shock
1 The professional discourses grant hero status to the segregated school system though 
reminiscing about the ‘good old days’ when special kids went to special schools. Fear for the loss 
of established traditions is voiced consistently in the professional discourses. The overt threat felt 
by many towards disability and diversity is strong. This is couched in the commonsense 
constructions of schools as organisations that offer exclusive curriculum. As Jo reminds us:  
‘So the kids that come out of a high school setting perhaps without that really intensive 
social and life skill training that they might get in a special setting, so that the kids who 
come out of the high school regular setting do not have the skills to enter into the 
community in a satisfactory way, relatively speaking, [to] their peers at a special site. 
So it is not always necessarily a bug bear about the kids themselves, the fact that they 
are not getting a fair go in some of the situations.’ 
Endangered/sustainable
This dualism raises two possible questions:  
1 What has special education got that is worth protecting? 
2 Is special education sustainable and useful to education? 
3 The voices of the informants speak out of a desire for the maintenance of dual systems of 
education. The power of market forces is uncontested, parents can choose special or regular 
settings. Within the story of Deb and Jo while there is a commitment to pushing ways to explore 
the development of inclusivity, there is also a deeply expressed concern that the resolution of the 
curriculum dilemma in the secondary school setting is situated within an exclusive framework.  
4 Jo speaks the voice of method, of teaching strategies, curriculum adaptation, professional 
development opportunities, teachers supporting teachers as a way forward in practice. Jo, as a 
support teacher, is the voice of the reconfigured special education services, now named as the 
District support structures. Research is unable to demonstrate the capacity of these structures to 
deliver school wide changes, and mutant forms continue to develop across Australia.  
Disability constructed/disability deconstructed
1 Issues of disability are personally threatening to the professional.  
‘There is nothing to base anything on, people, you know people didn’t even realise that 
there was the Discrimination Act involved here. There is a whole bunch of things, 
people are surprised when they realise that it isn’t a choice or an alternative. Yes that 
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whole background knowledge. Not to mention the next stage where we’ve got two and 
three years later looking at the impact.’  
2 The understandings of disability reflect colonised views towards diversity and disability. 
Deb reports on the teachers’ responses: 
‘People have a strong aversion, some people do have a strong aversion to people with 
disabilities, and even though that is unfortunate and we can look at that however we 
like, it still needs to be looked at as a problem in its own right. What do we do when we 
see someone who looks really different ? Kids need to learn that, adults need to learn 
that, you know, we look away we treat them like, all those things. People don’t know 
what to do. There has been a real gap, what’s happening now is that we are starting to 
figure out some of this stuff as we go along so now people are trying to go back and 
look at things. And that is causing problems, organisationally and so the problems are 
coming up and then people are trying to solve them.’ 
3 Dee, in her first story series, describes the painful arrival experience at the school gate. 
Sam and Dee were confronted by a child shying away from Sam. The kindergarten age child, a 
child four years of age, in justifying his movement away commented ‘he does naughty things’. 
Sam’s kindergarten tale and the physical rejection of Sam, reflect how readily dominant views are 
taken up, in this instance by a child who has just entered the school system. 
4 Deb and Jo despairs at the lack of professional learning that has been undertaken by the 
teaching profession to support understandings about developing deeper understandings towards 
difference.
Jo: In terms of issues relating to the individual, issues relating to organisational 
problems. All of that and the discussion around that … if that had been taken into 
consideration we would be looking at our class sizes more closely and our professional 
development. Awareness raising whether that should be in classrooms or with the kids 
in our classes, or the parents in our community.  
and
Deb: ‘I mentioned before even the Disability Discrimination Act. I mean most teachers 
I don’t think they are aware of that being out there.’  
5 Blackmore et al. (1996, p.273) report similar responses in their case study of gender 
reform.  
At a personal level the issue of gender was overtly threatening to many both male and 
female, because it required them to change not just their classroom practice, but to 
critically assess their everyday private as well as their public social processes. This 
means that those seeking to produce gender reform, as Sandra Taylor (1991) suggests, 
must take into account the time and place where people, individually and collectively 
are located in the wider educational and feminist debates. Those seeking to inform 
change must commence at the point of departure of those who seek change and not 
from their own particular, though perhaps better informed position (Blackmore et al. 
1996, p.273).
Technical (crazed and non-reflective)/reflective experiences of 
practice
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1 The desire for organised professional development is heard by all the informants. The 
request does not lessen in the second retelling of the stories. The single word utterances of both 
Deb and Jo in response to the question on teacher education and professional development needs 
is  extended to Deb’s description of the negative experience of a colleague.  
Julianne: ‘… teacher education and professional development how would you rate 
that?’ 
Jo: ‘Terrible.’ 
Deb: ‘Yeah.’
Deb: ‘The particular teacher I’m thinking of she was given a tour of the school and met 
the class but she was offered no professional development last year [1997]. So prior to 
taking on these students with very high needs, and even this year there wasn’t anything 
offered, she was just expected to get on with the job and cope. So I think that is a really 
serious issue.’
2 The knowledge required to teach students with disabilities is read as being located in 
expert discourse. Lou maps the transformation she has sometimes observed in ‘quality’ teachers, 
crazed practice turns over to reflective action.
‘My experience is in relation to talking with teachers about their experiences with the 
inclusion policy is that, you could almost map it, depending on the quality of the 
teacher, but you could almost map it from the sense of finding out that they’ve got a kid 
with a significant disability and they’ve never had it [a child with a disability] before, 
going into flat panic, I’ll never be able to deal with it, no-one’s ever trained me how to 
do that, then through a whole series of awakenings, learnings about their own 
capacities, then learnings about new things that they might do, can in fact actually 
change the entire way the class is organised. That happens in the best examples.’ 
‘To the end where the majority of them say things like, I didn’t realise that I was so 
capable of doing it, I will never be scared again, I now realise I had significant skills in 
this area that I had never realised, I thought special education was a whole bag of tricks 
that I had no access to. The kids go through that cycle to, you know they over mother 
them and so once through the sort of gate as it were, for most people it is a great 
learning experience and it’s not an issue again after that. But unfortunately that is a 
slow process.’ 
3 Examples of collaborative reflexive practice by teachers are difficult to find in the data. 
The support teachers in the award bearing course largely worked on projects reflecting traditional 
special educational practice (see Table 2, p.195) Deb and Jo were the exception. While the studies 
conceived by the teachers were developed within the working life of the teacher, the opportunities 
for the teachers to engage reflectively within their work was limited. The employing authority had 
initially suggested a further follow up day for participants to share their research. This did not 
occur. One teacher used her study as part of a curriculum publication, another used her paper as 
the basis for a conference presentation. Apart from the production of the conference paper by the 
planning group, no other evaluation was undertaken or requested by the employing authority.  
4 During the teaching of the course and my ongoing work with practising teachers, time 
given to teachers for professional learning remains short and inadequately structured.
Dee: ‘It is vitally important that the inclusion policy is backed by adequate resourcing, 
not just in terms of dollars, but in the skilling of our teachers and the provision of 
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creative use of services such as therapists, between departments and the public and 
private sectors.’ 
5 Jo illustrates how being a reflective practitioner takes time and some risk taking. In 
drawing the distinction between the primary and the high school setting she reflects on the ‘heaps 
of hurdles’. The differences between the structure of the primary and high school day are 
described as either contributing to or inhibiting active and reflexive learning.  
Jo: ‘There is more knowledge in the primary setting. But teachers are more 
comfortable at practising new things in that setting. They’ve got the children for a 
whole day, I mean you can kill an hour and a half in a whole day and just wreck it, 
completely annihilate co-operative learning activity and make a few disasters and say 
let’s go off for free time.’  
‘You can cope with it, you can do that, you can’t waste too many 40 minute blocks in a 
high school setting and you can sort of understand that. And I think we’re also driven 
by the quicker… they have to get through [the curriculum], the areas that have to be 
covered because their students have to reach certain standards so I think that that is a 
big issue for them as well.’  
‘Because let’s face it co-operative learning for example takes an awfully long time to 
put in place and to be successful and for them they’ve only got this group for once a 
week for 40 minutes well. It is pretty hard work. And there will always be people, like 
close to retirement, and you will always have those people who really won’t see the 
point in the change. You’ll have them all, people, people just will not, they just can’t or 
they won’t, and it’s going to be a lot more difficult for them.’  
6 Collaboration is drawn upon as belonging to the known quasi medical model of 
transdisciplinary teams constructed around the Individual Education Plan. These models are 
familiar practice in disability and special education settings.  
Jo: ‘It would involve a cross section of people, so whether it is the parents and the aides 
and everybody would be involved, the Principal, whether it is someone on the support 
team, whether it is someone from outside agencies, they would be working to a 
document. So they would have a plan and they would be working to that plan, and they 
would be reviewing it, monitoring it and each person would have roles in it. So time is 
allocated for that too, so critical in that is that time is set aside and we are lucky to have, 
we have 0.1 resourcing I think for each student who receives a Category A funding, 0.1 
of a teacher is available, whether it is to release the regular classroom teacher so that 
they can attend those meetings. The schools needs to be creative and in the successful 
places I think they are creative in making that time available for meetings.’  
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Returning the analysis
The thirteen dualisms which have been reduced from the disparate collection of ‘data stories’ 
(Lather and Smithies 1997,p.34), now rest within the ‘big story’, and are available for further 
reconstruction in the return of the analysis. The presentation of the binaries is a way of uncovering 
what ‘appears to be natural in cultural constructions … a series of readings against the usual 
meanings of the data’ (Rhedding-Jones 1996, p.28–9). In the final essay that follows ‘Liberation 
and Domination’ in inclusive schooling, I continue to layer the discursive production of the 
everyday world of the social actors as displacements of opposites, as reading for complexity and 
multiple meanings.  
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PART FIVE 
Liberation/domination: the context, text and politics 
of inclusive schooling
 
 
1
In the return to the analysis I construct an essay where I argue from the discursive cultural 
resources of the social actors that inclusive schooling is replete with contradictions. I understand 
inclusive schooling as a generative construction of multiple texts rather than a fixed reality. In my 
social system the deficit and panoptical workings of the interventionist market-liberal economies 
are acknowledged, but open to reconstruction through democratic communicative interactions 
with teachers in schools, parents, the bureaucrats, the academics, and the community at large. My 
methodological disposition of theory building engages a critical consciousness of ‘embodied 
analytical skill’ (Haraway 1997, p.268). To think of other ways to (re)conceptualise a feminist 
science, Haraway (1997) describes a game of cat’s cradle.21 I find the idea of collaboratively 
manipulating off the loom threads a useful way to (re)imagine research and professional 
opportunity in a post modern education space. I play out this open game in this part of the text, 
figuring out what collective interactions bring to ‘New Times’ (Morley & Chen 1996 in Lingard 
1998; Ladwig & Luke 1998; Welch 1996; Slee 1997) research.  
I draw my arguments from the stories and discourses evoked in the research, that in this parting 
essay brings together the disparate texts, the  ‘braided narrative line’ (Haraway 1997, p.232) of the 
key informants and their social systems. The readings of the culture of inclusive schooling that I 
have reconstructed as seven dualisms in part four, became more complicated by the adding in of 
the readings of the accumulated data over the three year period of the research. The texts that have 
been produced from the literary and visual story lines include spoken and written texts, the 
interview transcripts, the gallery of visual narrative and interpretations of the literature and 
policies. These texts are as I have indicated earlier through the work of Smith (1990) and Foucault 
(1997; 1984b) are discourses and their discursive structures, the various domains of life and 
experiences associated with different voices, positions and subjectivities.  
                                                 
21 ‘Making string figures on fingers is cat’s cradle (Westerveld 1979). Relying on relays from many hands 
and fingers, I try to make suggestive figures with the varying threads of science studies, anti racist feminist 
theory, and cultural studies. Cat’s cradle is a game for nominalist like me who can not desire what they 
possibly cannot have. As soon as possession enters the game the string figures freeze into a lying pattern. 
Cat’s cradle is about patterns and knots; the game takes great skill and can result in some serious surprises. 
One person can build up a large repertoire of string figures on a single pair of hands, but the cat’s cradle 
figures can be passed back and forth on the hands of several players, who add new moves in the building of 
complex patterns. Cat’s cradle involves a sense of collective work, of one person not being able to make all 
the patterns alone. One does not “win” at cat’s cradle; the goal is more interesting and open-ended that. It is 
not always possible to repeat interesting patterns, and figuring out what happened to result in intriguing 
patterns is an embodied analytical skill. The game is played around the world and can have considerable 
cultural significance. Cat’s cradle is both local and global, distributed and knotted together’ (Haraway 1997, 
p.268).
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Carspeken (1996, p.197) suggests in stage four  researchers should ‘look for relationships between 
specific social sites’. In stage five the idea is to consider one’s findings in relation to general 
theories of society, both to help explain what has been discovered in stages one to four and to 
alter, challenge, and refine macro sociological theories themselves. In returning the final stage of 
the argument I move between the method proposed by Carspeken and a construction presented in 
a study by Grundy and Hatton (1995) on the ideological discourses of teacher educators. This is a 
way to criss-cross within the culture of teaching and to draw on a comparative micro ethnographic 
Australian source. All of this helps to make the study ‘more ethnographic’ (Wolcott 1995). After 
Grundy and Hatton (1995), I describe another reflexive reading of the dualisms of the multiple 
discourses of inclusive schooling. I draw on these systems for the progressive building of 
understanding of the social site and the system relations, to try out these constructions, to consider 
where the paradoxes may lie in my own work, and to highlight the possibilities for reconstruction 
through ‘a sense of collective work’ (Haraway 1997, p.268).  
Grundy and Hatton (1995) found a number of ideologies informing the work of teacher educators. 
The discernible multiple ideologies of conservatism rather than social transformation are 
indicators of the ‘discursive systems still in use’ (Grundy & Hatton 1995, p.9). To understand the 
culture of inclusive schooling in ways that explain these broadest system features I have made a 
‘noisy little analytical engine’ (Haraway 1991, p.111). Following Foucault, from the discourses 
represented and located within the textual construction of the research ‘we must grasp the 
statement in the exact specificity of its occurrence: determine its condition of existence, fix at least 
its limits, establish its correlations with other statements that may be connected with it, and show 
what other forms of statements it excludes’ (Grundy & Hatton 1995, p.10).  
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Working ‘off the loom’
2
The type of loom on which I weave has to this point been unexplained. My loom is made outside 
of the industrial revolution. It is small and portable fitting my world of work, it works to mangle 
tangled and unfinished threads. It allows me to work off the loom if need be. The simple little 
machine draws attention to the ‘situated knowledges’. In Haraway’s words: 
Situated knowledges are particularly powerful tools to produce maps of consciousness 
for people who have been inscribed within the marked categories of race and sex that 
have been so exuberantly produced in the histories of masculinist, racist and colonial 
dominations (Haraway 1991, p.111).  
Using situated knowledges as ‘marked knowledges’, reflexively interacting with the meanings of 
Grundy and Hatton (1995), I read within the professional world of inclusive schooling few 
examples of social transformation. The strength of the discourse of social transformation rests 
with the parent informant and some questioning by the policy-maker. ‘The identification of the 
social transformation discourse allows “silences” and “erasure” within the discourses to be 
identified’ (Grundy & Hatton 1995, p.11). In their analysis of teacher educators’ ideological 
discourses, Grundy and Hatton (1995) name up front the theoretical discourse of social 
transformation. Through the reflexive process of discourse analysis the multiply constituted 
ideologies of social reproduction, social fulfilment, social agnosticism and social transformation 
are distinguished between the discourses using four themes by which the limits of the discourses 
could be identified. ‘These are the participants beliefs and opinions regarding the social status 
quo, persons in society, knowledge and power, theory, practice and pedagogy’ (Grundy & Hatton 
1995, p.11). These discourses open the progressive possibilities for social transformation within 
the world of inclusive schooling. 
The distinguishing characteristic of a socially transformative ideology would be a 
commitment to the critiquing, challenging and changing of the social status quo. That 
critique would be grounded in an examination of power relations and a challenging of 
social structures which produce or perpetuate unequal social relations (Grundy & 
Hatton 1995, p.12) . 
These threads woven on my postmodern loom produce not innocent threads as an object of 
knowledge, but threads constructed of partiality, liberation and accountability. As Haraway (1991 
p.113) continues: 
Feminist discourse and anti-colonial discourse are engaged in very subtle and delicate 
effort to build connections and affinities, and not to produce one’s own or another’s 
experience a resource of a closed narrative. These are difficult issues and ‘we’ fail 
frequently. It is easy to find feminist, anti-racist, and anti- colonial discourses 
reproducing others and selves as closed narratives, not knowing how to build affinities, 
knowing instead to how to build oppositions. But ‘our’ writing is full of hope that we 
will learn how to structure affinities instead of identities.  
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The social system of the ‘status quo’
3
In working to read, mis-read, re-read, to reflect on the field of possible readings of the binary pairs 
and their discursive location I have used this system of social status quo, persons in society, 
knowledge and power, theory, practice and pedagogy to understand the ‘multiply criss-crossing 
worlds’ (Haraway 1991, p.122) of inclusive schooling. By ‘the social status quo’ I mean ‘the 
dominant social structures, functions and social relationships’ (Grundy & Hatton 1995, p.12). By 
persons in society, I recognise the ideology of individual difference as a long and dominant one in 
teaching (Grundy & Hatton 1995, p.14). This ‘knowledge/power’ regime privileges personal 
empowerment which is understood unproblematically in terms of individual volition (Grundy & 
Hatton 1995, p.17). Within the social reproduction discourse theory, practice and pedagogy are 
understood as the privileging of practice. Practice is regraded as being related to the aggregation 
of separately mastered skills.  
Social status quo33
Social status quo is taken to mean the dominant social structures, functions and social 
relationships. Social reproduction is signalled by the overt and covert support of the social status 
quo. Social fulfilment is signalled by the beliefs and opinions that did not necessarily accept the 
present status quo by hope for some form of collective fulfilment, made possible through the 
fulfilment of each individual human being. So, social fulfilment is characterised on the one hand 
by a lack of social critique, but on the other by optimism concerning social improvement 
grounded in the realisation of individual potential. Social agnosticism was signalled by an 
acceptance, or resigned support for the status quo, but at the same time a recognition that social 
structures and relationships may be unjust (Grundy & Hatton 1995, pp.12–13).  
Persons in society
Here the focus is on individual persons or upon persons in collective units. Grundy and Hatton 
(1995 p.14) cite the work of Beyer and Ziechner (1987) to support the assertion that one outcome 
of the dominance of technical rationality is individualism. Social reproduction is typically 
signalled by the unproblematic grouping of people in terms of meritocratic stratification. That is, 
those individuals with merit, talent, brains, etc. reap social and economic rewards; those 
individuals lacking these qualities do not. Patterns of structured membership of these groups by 
class, gender, ethnicity are ignored or unremarked. Success and failure are accounted for by 
individual differences. The ideology of individual difference has been a long and dominant one in 
teaching (Grundy & Hatton 1995, p.14).
Knowledge and power
Deriving from Foucault’s knowledge/power regime, this discourse identifies the manner in which 
the participants’ beliefs and opinions about how these two areas are indissolubly linked. Two 
aspects are important in understanding how beliefs and opinions about knowledge signal 
discursive limits; these concern the nature of knowledge and its function in society. Within a 
power/knowledge regime power is regarded as legitimate to the extent that it supports the 
production, reproduction or transformation of approved knowledge. Consistent with a social 
reproduction discourse is a set of beliefs and opinions about knowledge which is represented as 
‘objective’ as ‘out there’. Knowledge is useful to the extent to which it enables the maintenance 
and reproduction of existing social relations, structures and functions. The patterns of meaning we 
 
33 The register that is developed from Grundy and Hatton 1995 is presented as a summary form of their 
coding.
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identified as social fulfilment, incorporated a strong commitment to a constructivist epistemology, 
that is a knowledge constructed through the interaction of individuals and the development of 
individual understanding. Knowledge is personally empowering and fulfilling and through 
individual enlightenment, society is enriched. This ‘knowledge/power’ regime privileges personal 
empowerment which is understood unproblematically in terms of individual volition (Grundy & 
Hatton 1995, p.17).  
Theory, practice and pedagogy
While these are different concepts, they need to be understood as jointly creating patterns of 
meaning within these discourses. Within the social reproduction discourse, effective practice is 
privilege. Practice is regarded as being related to the aggregation of separately masted skills. 
Theory might be important where it is needed to explain or justify existing practices. Theory tends 
to be regarded as expertly produced knowledge. Pedagogy is essentially the transmission of 
knowledge and/or skills for the purpose of producing effective practice (Grundy & Hatton 1995, 
p.19).
Reflexively working from Grundy and Hatton’s  (1995) register the discourses of the key 
informants read the data in another way, this time as cultural forms from the wider macro level 
discourses.  The tables that are presented on the following pages represent the data reduction 
produced within stages four and five of the Carspecken model (1996). In stage four the collapsing 
of the discourses is constructed from the continuous working of the argument. Each column 
represents the gradual drawing in of the social system of inclusive schooling. The first column 
records the binaries, where each term constructs its opposite. Binaries ‘rather suspect for feminists 
I know, can turn out to be nice little tools from time to time’ (Haraway 1991, p.111).  The second 
column is the map of the author function, the mechanism of structuring, constraining and 
circulating of information which brings about the production of the discourse, but only certain 
types of discourse. This stage, according to Carspecken’s model is named as discovering systems 
findings, the relationships between the social site of focused interest and specific sites bearing 
relationship to it. In other words what counts as knowledge, the arbitrariness of our discursive 
structures.  The third column represents the collapse of the discourse to the register of Grundy and 
Hatton (1995), where I make reference to Carspekens’ stage five (1996), by making reference to 
the broadest system factors, the cultural forms of the class, race, gender and political structures of 
society.
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Stage four: Collapsing the inclusive schooling discourses
traditional/relational • detective stories of 
inclusion/exclusion 
• subjects are dynamic and 
multiple  
• subjects are positioned by 
discourses and produced by 
these discourses as subjects 
• minority cultures inside 
schools are voiceless eg 
parents, students with 
disabilities 
• the commonsense world of 
the ‘staffroom’ know-ledge 
describes difference as deficit 
ssocial status quo 
persons in society 
resistance/change • professional resistance to 
other learning 
• minority reconstructions are 
unpromoted (parents, people 
with disabilities) 
• content subject focused 
curriculum 
• liberators who are female 
• liberators who are 
consultants 
social status quo 
social status quo 
theory practice and pedagogy 
theory practice and pedagogy 
client/person    • medical and psycho-logical 
classification
• professional credentialling 
to allocate resources 
• professional credentialling 
to define educational services 
• exclusion from 
comprehensive settings 
social status quo 
persons in society 
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equal resources/different 
resources
• principles of justice 
• all children have an equal 
share
• some children deserve more 
than others 
• resources allocated 
according to individual merit 
or public good 
• marketisation of schooling – 
the choice between ordinary 
and
separate special schools 
• support in ordinary schools 
by outsiders or insiders 
• competing discourses result 
in apathy 
social status quo 
persons in society 
policy/practice • allocative mechanisms 
based on categorical 
distinctions 
• teacher aides as the 
dominate support to students 
• individualised tuition 
• females as the dominant 
helpers 
• national policy stagnation 
knowledge and power 
consultant/colleague  • invited and uninvited 
helpers 
• sensitivity to the life of a 
teacher
• empathetic responses to 
pedagogical transformation 
• deficit discourses of 
students 
• method fetishes 
• absence of curriculum 
dialogue 
• presence of centralist 
requirements – KILOS; 
KINOS
• professional development 
knowledge and power 
theory, practice and pedagogy 
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exclusive/inclusive
curriculum  
• two histories of curriculum 
special and ordinary 
• the distribution of learning 
opportunities
• privileging the popular 
knowledge that a segregated 
education leads to greater life 
chances
• legislation to protect or 
exclude
• curriculum as the machinery 
of control 
• Curriculum as an untold 
‘collective’ story  
theory, practice and pedagogy 
persons in society 
male/female helpers • female caregivers (mothers, 
teachers, peer helpers) 
• unregulated agency of 
mothers, teachers, peer 
helpers 
• new times’ principals are 
present but less common 
• more principals are male 
than female 
social status quo 
collective
unionist/individualist 
• hegemonic discourse of 
grievance procedures 
• collective domination of 
technical processes, eg. 
resources
social status quo 
nostalgia/future shock • hero status of the special 
school 
• diversity is a threat 
knowledge and power 
endangered/sustainable  • market view of schooling, 
special and ordinary 
• curriculum hegemony 
• curriculum avoidance 
knowledge and power 
social status quo 
disability 
constructed/disability 
deconstructed 
• professional/societal fear of 
disability 
• reproduction of 
professional/societal fear of 
disability (reproduction in 
students as early as 
kindergarten)  
social status quo 
reflective/crazed (non-
reflective) experiences 
of practice
• professional development 
• technical discourse 
dominates 
• everyday risk takers are less 
common 
theory, practice and pedagogy 
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Stage four: Limits of the discourses of inclusive schooling 
traditional/relational social status quo 
persons in society 
resistance /change  social status quo 
theory, practice and pedagogy 
client/person    social status quo 
persons in society 
equal resources/different resources social status quo 
persons in society 
policy/practice   knowledge and power 
consultant/colleague  knowledge and power 
theory, practice and pedagogy 
exclusive/inclusive curriculum  theory, practice and pedagogy 
persons in society 
male/female helpers social status quo 
collective unionist/individualist social status quo 
nostalgia/future shock knowledge and power 
endangered/sustainable  knowledge and power 
social status quo 
disability constructed/disability 
deconstructed 
social status quo 
reflective/crazed (non reflective) 
experiences of practice
theory, practice and pedagogy 
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Stage five: Regrouping the limits of the discourses 
Binary
(a heavy pair) 
 Limit 
(weighing up) 
traditional/relational social status quo 
persons in society 
client/person    social status quo 
persons in society 
equal resources/different resources social status quo 
persons in society 
male/female helpers social status quo 
collective unionist/individualist social status quo 
disability constructed/disability deconstructed social status quo 
resistance /change social status quo 
theory, practice and 
pedagogy 
endangered/sustainable  social status quo 
knowledge and power 
nostalgia/future shock knowledge and power 
policy/practice   knowledge and power 
consultant/colleague  knowledge and power 
theory, practice and 
pedagogy 
exclusive/inclusive curriculum  theory, practice and 
pedagogy 
persons in society 
reflective/crazed (non reflective) experiences of 
practice
theory, practice and 
pedagogy 
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Returning the research questions
4
Out of the social system erupt what look to be a stable set of discourses. My analytical looming 
however works in postmodern times and comes with a concern for the ‘tyranny of the text’ 
(Stronach & MacLure 1997, p.56). All those ‘responses’, the confessional accounts of all of us at 
work, what do they mean as textual signifieds? Stronach and MacLure are helpful in moving my 
argument forward:  
This raises the question of whether methodological questions are reducible to textual 
ones. There are two answers. For the reader, texts can only be authenticated in 
themselves: the reader has no other persuasiveness of the text. But for the researcher,
the problem of the interrelationship of the methodology and text remains important (see 
Geertz 1998; Measor & Sykes 1992). We do not seek to dismiss methodology, but 
rather bring its textual properties to light; to ask what sorts of stories are implicated in a 
particular methodology, and what sorts of stories are suppressed or made un-tellable. 
There are good reasons, therefore for attending to the forms in which teachers are 
portrayed in research accounts, whether by themselves or by other people … One goal 
must be to produce accounts which deny the reader the comfort of a shared ground with 
the author, foreground ambivalence and undermine the authority of their own assertions 
(Stronach & MacLure 1997, pp.56–57). 
It is from here that I begin my returning of my research questions and the issues of the validity of 
my account. The questions for research that lay in the opening of the text were:
• What are the multiple realities that construct inclusive schooling? 
• What determines and influences these arrangements and their inter-sections? 
• What effect do these interactions have on what happens within schools and 
universities? 
• Where are the noises/silences of inclusive schooling? 
• What has inclusive schooling contributed to school reform? 
 
I have responded to these questions through the construction of a narrative. I am now going to 
own up to my own guilty readings of these questions. This essay side steps slavishly written 
responses to the research questions. My text is a textual display, presenting through the multi-
voiced text alternative, conflicting representations, to ‘juxtapose disparate textual styles and 
foreground the unresolvable tensions between them in order to understand what is at stake in 
creating meaning out of the "data"’(Lather 1992, p.95).  I have left open the field work as long as 
possible before attempting to return the analysis, describing how the social actors ‘organise their 
lives to manage everyday routines, [to]communicate what they know and what they expect of 
others, and cope with forces within and beyond their control … ethnographically orientated field 
work does not insist that I attend to everything ‘(Wolcott 1995, pp.87-8). In the narrative, the 
accounts of the social actors parallelling the literature and the policy texts, show there is much 
more to inclusive schooling that the situated practices of the special education knowledge tradition 
can map. I want to maintain a ‘condition of doubt’ (Patterson 1997) to all of this, without running 
the risk of threading a relativist standpoint, ‘being nowhere while claiming to be everywhere 
equally’ (Haraway 1991, p.191). As Haraway continues: 
The alternative to relativism is partial, locatable, critical knowledges sustaining the 
possibility of webs of connections called solidarity in politics and shared conversations 
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in epistemology...But is precisely in the politics and epistemology of partial 
perspectives that the possibility of sustained, rational objective enquiry exists (Haraway 
1991, p.191)
 
It is to this critical knowledge I wish to return, generated by the constructions produced by game 
playing and the analytical machine. These situated knowledges of social status quo, persons in 
society, knowledge and power, theory practice and pedagogy, the ‘claims on people’s lives; the 
view from the body, always complex, contradictory, structuring and structured body, versus the 
view from above, from nowhere from simplicity’ (Haraway 1991, p.195), are of ‘authors’. A 
feminist poststructural science has helped me to vision embodiment, to ‘resist[s] fixation’ and be 
‘insatiably curious about the webs of differential positioning’ (Haraway 1991, p.196). Partiality is 
a source of ‘connections and unexpected openings situated knowledges make possible. The only 
way to find a larger vision is to be somewhere in particular’ (Haraway 1991, p.196). In all of this I 
use the many dimensions of the big story to explore what Lather calls the ‘deconstructivist 
empirical work by addressing a series of methodological questions raised by poststructuralism’ 
(Lather 1992, p. 96).  
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Somewhere in particular
5
It is from this ‘somewhere in particular’ that I wish to write. This narrative of inclusive schooling 
interprets data produced from local practice within one state of Australia. The data presents what 
Foucault (1977, p.38) describes as ‘fundamental implications of power-knowledge and their 
historical transformations’, authors of ‘social relationships’ and ‘privileges of the subject’ 
(Foucault 1984, pp.117–8). In this research site the ‘truths’ are constructed from the accounts of 
efforts of the special education knowledge tradition and the attempts to liberate through the 
advocacy of inclusive schooling as school reform. Similarly, within inclusive schooling 
discourses, as Grundy and Hatton (1995) have located in the ideological discourses of teacher 
educators, I read ‘a resigned acceptance of the ‘truths’ of those who have power without an 
explicit critique of the way in which existing power structures also oppress individuals’ (1995, 
p.22). All of the social actors, including myself, display our causal understandings of and 
connections to education practice of the dominant traditions. It is to the postmodern that I look to 
break apart the grand narratives of ‘universal truths’ and ‘social progress achieved via cumulative 
knowledge’ (Manning 1995, p.245). My research is an attempt to address the absences in current 
literature. Slee (1997, p.11) suggests that research ‘should be multi-dimensional to capture 
experiential specificity and broader social structure’. Booth and Ainscow have recently 
commented on the need for researchers to acknowledge  ‘the complexity and plurality of 
perspectives, voices and interests and the need for researchers to make them explicit’ (Booth & 
Ainscow 1998, p.246). The potential transformative spaces in this research lie in the discursive 
silences of the multiplicity of the socially constructed world of inclusive schooling though the 
interpretation of the sociocultural, professional, and the systemic - the textual sites where the key 
informants go about their everyday work as the professional and private selves. Work became my 
research through the reconstruction of the politics of research method. Dialogically interacting 
with others, and reading the authoring systems that go into making a culture, I see possibilities, 
possibilities without one truth or end. ‘(D)iscourse as a social organisation of relations is 
consolidated in local practices that authorise for its ‘participants’ the authority of the textually 
vested image and its doctrinal interpretation’ (Smith 1990, p.171).  To remind myself of this way 
of viewing, I recall from the visual narratives of the French moderns ways that ‘seeing’ transforms 
social relations.
The critical question is how do we regard art produced in and around Paris between 
1870 and 1920; the period includes among others Manet, Monet, Degas, Cézanne, 
Gaugin, Van Gough, the Fauves and the Cubists. Can we dismiss the work of the 
Impressionists and those who followed him as little more than an expression of the 
decadence of the bourgeois culture … (h)ow did this art in fact differ from what 
preceded it? The methods of painting changed. The Impressionists’ use of broken-up 
marks of colour was new. Van Gough’s direct drawing in paint was new. Cézanne’s 
use of simultaneous viewpoints was new. The Fauves’ use of pure colour to suggest 
energy was new. And so was the Cubist’s use of planes to analyse structure … The 
subject matter of painting also changed. The new subjects were drawn very much from 
the artist’s own daily life; the street in which he lived, the cafe he frequented, the fruit 
in the studio, the new landscapes he saw as he travelled by train... Nature was no longer 
something laid out in front of the painter. It now included him and his vision … These 
two opposite trends – the subjective and the objective – have existed side by side ever 
since (Berger 1972, pp.210–13). 
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Berger (1972) shows in his historical mapping of the transition from realism to modernism the 
ways artists come to understand that appearances were not fixed, that the appearance of any given 
object is one stage in several processes. He continues,  
‘And Cézanne himself overwhelmed by his realisation that appearances are limited by 
the viewer’s position, set out to transcend this limitation and to show the table or the 
mountain in front of him simultaneously… (w)e simply do not rely on the image 
mechanically recorded on the retina; we also rely on our experience’ (p.214).  
Within education the liberation of the subject described by Berger (1972) is less secure. In the 
culture of the special education tradition the relationship of the subject is understood as essential, 
as an object of scientific desire. Seeing from many perspectives is less common. ‘Backgrounding 
deficit’ (Comber 1998) is the work of expertism and the mounting of the liberal humanist 
traditions of the subject as a ‘conscious, knowing, unified rational subject’ (Weedon 1987, p.21). 
Rarely heard in this knowledge tradition are the performative folds of situated knowledges, 
multiple perspectives, a layered and nonunitary narration of culture. ‘Badmouthing’ (Corbett, 
1996) the special languages of diagnosis and treatment are rarely questioned in everyday 
interactions.  
My study brings a counter argument to these positions. Postmodernism questions ways in which 
we subordinate, exclude and marginalise. In the doing and writing of this research, the location of 
‘response’ is a formative and generative part of research method. Dialogic construction sees 
simultaneously, sees in a way that transcends limitations, moving the relationships between 
subject and object. Reality is far more complex than any single view of appearances. Resistance in 
my reading is a recognition that past explanations and past solutions are no longer adequate. 
Parallelling the experience of the moderns where in Berger’s words in this period ‘the artist’s new 
and extreme isolation now compelled him [sic] to cease relying upon conventions of meaning. 
Since he had no guaranteed public, he could no longer depend upon anyone interpreting a given 
object or incident in a given way’ (1972, p.212). Apart from a small number of authors (Corbett 
1993; Oliver 1990; Christensen & Rizvi 1996; Slee 1998a; 1998b), special education theorising 
stands apart from a broader theory of schooling and cultural politics. 
Within Australia inclusive schooling today is located during times where educational decision 
making is politically driven, curriculum is centrally ordered and the interventionist role of popular 
media forms cannot be ignored. Reading myself as part of the social reality and being 
(re)constructed by others’ ‘responses’, my own understandings of what it is ‘to do’ research have 
changed forever. In the recent reconstructive literature of inclusive schooling the call for more 
theoretically robust responses to research and practice is recurring (see Slee 1997, 1998; Booth & 
Ainscow 1998). The difficulty for those reading the majority of the literature of the special 
education field and to some extent the literature also of those who are attempting to reconstruct 
with postpositivist paradigms, is that theorisation is written as a resistance to the dialogic 
engagement with how ‘truths’ are produced. In my reading the advance of the ‘detective stories’ 
(Gough 1999d, p.112) of inclusion and exclusion, which in our present times are stories drawn 
from the popular genre of special education, will continue to sell well in the knowledge traditions 
of a single truth. 
The process of writing this big story throughout the story series has provided a rupture from my 
original thinking about inclusive schooling. My enthusiasm for the ideal is no less. My beliefs are 
perhaps better illustrated in the world of visual imagery, through viewing a painting such as 
Cézanne’s View of Mount Sainte Victoire (1897), image 28, or Braque’s, House at L’estaque
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(1909), image 29. Braque and Cézanne, as early moderns, forge a new visual language to express 
dynamic relationships, rather than fixed appearances. My position is that an understanding of 
simultaneous and multiple viewpoints of how the subject gets constructed, produced in a whole 
range of discursive practices – the sociocultural, the historical and political is essential to our 
work in inclusive schooling. To understand the narrative of inclusive schooling as ‘textural 
alternatives’ (Gough 1998a,p.49) of texts, contexts and politics moves inclusive schooling as a 
historical knowledge of superimposed narratives, not a singularly constituted discourse of fixed 
reality. The data and analysis in this study refract the multiple contrary and contradictory ideas 
that make up the situated knowledges close to us all. The key informants take up multiple 
positions within inclusive schooling. Their discursive positioning reflects the ambivalence and 
ways of seeing within schools that continue to replicate the dominant power relationships towards 
students with disabilities and those students who are persistently excluded for a variety of reasons 
(e.g. behaviour, pregnancy, disaffected relationships with the school). In the words of Giroux and 
McLaren (1987, quoted in Grundy & Hatton 1995, p.22) without social transformation – without 
this we are in danger of creating schools that simply replicate the dominant power relationships 
that are lacking in ‘social conscience and consciousness’.  
While the recognition of multiple non-transformative ideological discourses might 
appear to make the situation more complex and less amenable to intervention, this is 
not necessarily so. Analysis of these discourses have revealed spaces and silences 
which provide possibilities of challenging and transcending the limits of the discourse 
(Grundy & Hatton 1995, p.22).  
In this inquiry into local practice diversity is a resource contested by the professionals, but is also 
a reality that the parent and policy maker advocates. Within the data the key informants may be 
seen as posing in a range of conflicting discourses. Working to ‘grasp the subject’s point of 
insertion, modes of functioning, systems of dependencies’ (Foucault 1984b, p.118), Dee is both 
excluded and included in the experiences of being the parent of Sam. Deb and Jo construct 
imagery of battles, battleground and winners and losers through their positioning as support 
teachers. Theory, practice and pedagogy are stripped of personal agency. Lou is constrained by 
the union personally but is enabled by her resolution to work for the collective benefit of students 
with disabilities and the requirements of her position within the bureaucracy. As a teacher 
educator I worked with members of the bureaucracy to write a course, aspects of which were not 
my design.  
Within the research I have acted to move in and around the social actors, ducking my own power 
and knowledge constraints as researcher and teacher. The constructed and collapsed binaries 
allow the discourses to challenge each other to mobilise the inventing and breaking of old 
patterns. The multi-voiced text contributes to the layering of the power and knowledge 
relationships, questioning certain truths, constructing a reality that the traditions of special 
education in the main find uncomfortable. The majority literature of the special education field 
does not urge reconstructions. I have cited earlier work by Corbett (1993, 1996) and Slee (1997, 
1998) who are working to disentangle the established canons of the field. Influenced by and citing 
the positions of Troyna (1993, 1994 & 1995 in Slee 1997) Barton (1997) and Oliver (1990), their 
urgings are for the research process to be part of the struggle against oppressions, the languages 
we use, the positions we take in relationship to our research communities. The aspirations of 
inclusive schooling are attempts to socially transform. The discourse of the key informants located 
in my research would suggest that these efforts remain under threat from the discursive relations 
of the professional, economic and bureaucratic structures.  As noted by Blackmore et al. (1996), 
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perhaps ‘we need to think about the complexity of the resistance to better theorise change’ 
(p.273).
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In imagining of what there might be...’
     (Rhedding-Jones 1995, p.482) 
6
In the final parts of the essay I describe what the field of inclusive schooling has come to mean to 
me through the research narrative and ways that we may problematise surveillance and the 
panopticon. In these times education discourses increasingly speak of performance, competition 
and the reinvention of individual deficit explanations of difference (Comber 1998; Lingard 1998). 
‘Being the author of one’s multiple meanings and desires involves, for feminist poststructuralists, 
an initial and continuing agentic shift in consciousness and in imagining of what there might be’ 
(Rhedding-Jones 1995, p.482). In my reading of the data the lack of social transformation is 
situated against traditions of technical rationality, of ways of working from the medical and 
pyschological discourses that regulate inclusive schooling by the popularisation of ‘inclusion’ 
slogans. Dominant discourses perpetuate the social status quo. I model from my research practice 
transformative opportunities that exist with the multiply constructed discourse of inclusive 
schooling. ‘It is within the commitment to contestation and debate that transformative spaces exist 
… Discursive silences, however, also provide transformative opportunities’ (Grundy & Hatton 
1995, p.22). I inform these spaces from the interaction with the macro level of the structural and 
historical forces of socially constructed reality, suggesting ways to work amongst the pressures 
negotiating our everyday work in times when the surveillance of performance is now taken for 
granted. The context of our work is described by Rea and Weiner (1998, pp. 26–7) as 
‘considerable work overload, much added stress but little feeling of empowerment … a set of 
platitudes, side-lining and silencing vital social justice issues’.  
Recent comments by Lingard (1998) and Comber (1998) note the ‘new times’ advance of deficit 
discourses and the setting of ‘back to basics’ expectations. Lingard (1998, p.12) describes how the 
mainstay of equity programs in Australian schooling, the Disadvantaged Schools Program is, as a 
contemporary policy account, now in danger of returning to ‘an individual deficit subject 
explanation of the poor performance of a disproportionate percentage of students from low socio-
economic backgrounds’. The research and practice discourses of the special education knowledge 
tradition reinscribe these views and, in the wider literature, not acknowledged as a continuing 
source of these views (see Slee 1998 for an exception).  
My story is based on one local model of professional practice that I prefer to describe as a shaky 
attempt at reconstruction. My reading of the construction of EBA 720 now sees a strong drive for 
method and for the appropriation of the dominant centralist discourse of the bureaucracy. This in 
the end works as a distraction from serious engagement with teacher transformation. With few 
exceptions, the action research process in which the teachers of EBA 720 engaged in returned a 
comfortable reproductive existence rather than the adoption of a critical consciousness within a 
locality. The support teachers in the main were left unsupported by their colleagues or managers. 
The absences within the discourses, like most of special education literature and research has 
failed to conceptualise the simultaneous play between the micro and macro worlds, the worlds that 
I have represented as multiply constituting the sociocultural, professional and systemic 
knowledges, the contradictory nature of multiply constructed reality. In the research narrative 
‘catalytic validity’ (Scheurich 1997,p. 87) and ‘local validity’ (Scheurich 1997,p. 88) from the 
local understanding of practice and through the making of a story that took three years to tell are 
the actions of active agents of inclusive schooling. Mine has been a position of privilege that is 
encouraged by the academy. Teachers in schools face a less comfortable relationship with their 
practice. Sustained time for inquiry and reflection are rare. In my research constraints upon 
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practice were, when viewed as data, became a way to vigorously pursue research that attempts to 
respond to subject/object formations, a view of research that values a dialogical and collective 
vision. ‘In taking up a text as a constituent of a social relation, we are constrained not only to 
understand it as a moment in sequence, but also to recognise that the interpretive practices which 
activate it are embedded in a relational process. Textual practices are operative in the work of 
accomplishing the social relations in which texts occur’ (Smith, 1990,p. 125).   
As I return the ideas of the essay I present some ways that the metaphor of the cat’s cradle reflects 
a continuous and critical response to the work of inclusive schooling. To build my vision of the 
metaphor, I establish up front that the idea of inclusive schooling is at risk of becoming (if it is not 
already) an example of the staying power of old forms and conventions of the special education 
knowledge tradition and modernist assumptions of schooling. My game of cat’s cradle is played 
out from some ideas about a communicative democracy that I have learned from the work of Iris 
Marion Young22 and from key informants who have showed me absences and possibilities in the 
ways of the private and public selves. Within the discourses I found silences, that I want to 
position as opportunities for theorising that ‘rests on complexity, uncertainty and doubt and upon 
reflexivity about its own production and its claims to knowledge about the social’ (Ball 1998). In 
the quiet land I read the absence of dialogic curriculum constructions, democratic leadership 
(Henderson & Keeson 1998) and the acknowledgment that the status quo proposes a reinscription 
of the deficit discourses of individualism.  
The idea of inclusive schooling, in my reading, attempts to entangle with ‘differences of culture, 
social positions and need’ (Young 1995,p.143). Thinking in this way where the status quo is 
predominant, and in times when multiply constructed positioning are surrounded by a 
contemporary education culture of determined centralist discourses, difference and identity are the 
synergy of the postmodern, a way to rethink issues of contemporary injustice. In this ‘post’ 
paradigm our contemporary struggle transforms reliance upon distributive action as the password 
for inequality into what Young (1995, p.144) describes as the ‘the breadth of communicative 
democracy’. In addition to critical argument, and acknowledging the absence of significant shared 
understandings to speak across difference, Young proposes a communicative response. Her 
elements of greeting23 , rhetoric24 and storytelling25 are a way to (re)imagine the meaning making 
of communicative democracy and some principles for a democratic leadership.  
 
22 ‘Unlike the interest-based conception of democracy, communicative democracy emphasises that people’s 
ideas about political questions often change when they interact with other people’s ideas and experiences. If 
in a public discussion about collective action or public policy, people simply say what they want, without 
claims of justice or rightness, they will not be taken seriously. Instead they must appeal to others by 
presenting proposals that they claim are just or good and that the others ought to accept. In this process 
people’s own initial preferences are transformed from subjective desires to objective claims and the content 
of these preferences must also changed so that they can be expressed publicly, as claims to collective 
problems are also sometimes transformed by listening to others point of view’ (Young 1995, p.140). 
23 In Young’s communicative democracy ‘greeting’ is the every day pragmatic mode in which we experience 
acknowledgment such as ‘welcome’ ‘ see you later’, non linguistic gestures of smiles, handshakes, care for 
bodies. This kind of communication is justified as being important as discussion will be fraught with 
disagreement, anger, conflict, counter argument and criticism. Intermittent gestures of flattery, greeting, 
deference and conciliatory caring keep commitment to the discussion at time of anger and disagreement 
(Young 1995, p.145). 
24 ‘Rhetoric announces the situatedness of communication. With rhetorical figures a speech constructs the 
speaker’s position in relation to those of the audience. Through rhetoric the speaker appeals to the particular 
attributes or experiences of an audience, and his or her own particular attributes or experiences of the 
audience. Rhetoric also constructs the occasion of the speech – today we commemorate, or we have just had 
an urgent call, or we are having an ongoing policy discussion. Rhetoric constructs, speaker, audience and 
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Inclusive schooling is potentially a generative contemporary education discourse. It is in my 
reading where the privileging of particular methods of practice, and the unproblematic grouping 
of people in terms of meritorcratic stratification as persons in society is the dominant discourse, 
are taken as givens, constrained by the deference to the special education knowledge tradition.  
Justice has not lain at the heart of the special education discourse (Rizvi & Lingard 1996, p.10). A 
communicative democracy in its many forms offers ways to express, question, and re-read 
differently in the way that parallels Cézanne’s exploration and creation of simultaneous 
viewpoints. To imagine this epistemological break I want to produce inclusive schooling within 
the postmodern world within which I live. As Aronowitz and Giroux (1993, p.810) suggest: 
If postmodernism is going to make a valuable contribution to the notion of schooling as 
a form of cultural politics, educators must combine its most important theoretical 
insights with those strategic modernist elements that contribute to a politics of radical 
democracy. In this way, the project of radical democracy can be deepened by 
expanding its sphere of applicability to increasingly wider social relations and 
practices; encompassing individuals and groups who have been excluded by virtue of 
their class, gender, race, age or ethnic origin. What is at stake here is the recognition 
that postmodernism provides educators with a more complex and insightful view of the 
relationships of culture, power and knowledge.  
My understanding of the culture of inclusive schooling is centred on Australian life. I do not want 
to establish universal principles or a global positioning of inclusive schooling. It is perhaps 
possible that in handling these threads off the loom, from a communicative position, some of these 
elements may be useful for others. Relationships are, as Young (1995, p.149) describes in her 
communicative theory of democracy ‘a broad and plural conception of communication that 
includes both the expression and extension of shared understandings, where they exist, and the 
offering and acknowledgment of unshared meanings’. Within inclusive schooling discourses 
present constructions are more likely to be single truths available from the power source of the 
grand narratives of the professionals. Inclusive schooling now sells as the popular detective story 
of ‘inclusion’. Would our efforts be more generative if speculative endings were left for the 
readers and viewers? Reading policies and practices in this way are part of the textual turn, texts 
that signify authoring.  
The way of reading that this ethnography invites is to live the postmodern and reveal how 
understandings about the constructed world of schooling through intertextual integration sets the 
‘ethnographic moment in a broader political, economic and historical perspective’ (Manning 
1995, p.250). This way of constructing a communicative cat’s cradle game offers postmodern 
possibilities for narratives of classrooms, curriculum and community. My aspiration in doing this 
 
occasions by invoking or creating specific meanings, connotations and symbols, and it serves this connecting 
function whether the speaker and audience share meanings or not’ (Young 1995, p.146).
25 Narrative, be it visual, auditory or textual reveals the particular experiences of those in social situations, 
experiences that cannot be shared by those situated differently, but which they must understand in order to do 
justice to others … ‘Narratives thus exhibits the situated knowledges available of the collective from each 
perspective, and the combination of narratives from different perspectives produces the collective social 
wisdom not available from any one position’ (Young 1995, pp.147–8). 
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research was to sett a dialogical frame. My model of method is one that brings performative 
spaces for further inquiry around a pedagogical perspective for inclusivity: the dialogical, the 
critical, and the narration of identity and difference. Working off the loom I will break the story 
amongst the context, text and politics of inclusive schooling, a context where
… confronting different perspectives, interests and cultural meanings teaches me the 
partiality of my own, reveals to me my own experience as perspectival. Second 
knowing that I am involved in collective problem solving with others who have 
different perspectives, cultures and values and that they have the right to challenge my 
claims and arguments forces me to transform my expressions of self-interest and desire 
into appeals to justice (Young 1995, p.143).  
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Towards an epistemological break
7
In this ‘big story’ I locate my position within the ‘post’. Feminism, poststructuralism, 
postmoderism and critical ethnography are words I use to inform the public textual discourse and 
arguments. I began weaving this work through a loom but have ended up taking the work off the 
loom to play a game where entanglement and collective action are part of a communicative 
democracy. I use the research narrative to reflect the cultural representation of inclusive 
schooling. The personal narrative has been a way to reveal particular experiences as ways to 
understand how inclusive schooling works, the ways difference is constructed within one 
education community, and the ways I practice research. Narrative is also the way I announce 
through my connections to others that without communicative interaction, there is individualism 
that works against social justice. Individualism is a position that shuts off the resources of real 
imagination, and dislocates from what is going on in a culture.  
The implementation of the ISDP, as others and I have heard and now inscribed in this multi-
voiced text, is a way to disrupt the singularly constituted imagery of inclusive schooling written 
by one author. This creating of discursive space, to explore inclusive schooling and its ‘author 
function’ (Foucault 1984b), relocates the discourse within a multiply constituted reality of the 
non-unitary subject in the wider social domains. My urgings are that if we are to make sense of all 
of this we need to encourage the politics of, and heightened sensitivity towards dialogical research 
positions. This means paying attention to how it is that we represent ourselves and others. What is 
our and others ‘response’ to our responses?  
As researchers do we want to continue to perpetuate the kind of relationships with our 
research communities that maintain ‘ a certain kind of subject, the subject of humanism, 
a conscious, rational, stable unified, knowing subject who enters the field - some place 
‘out there’ - with a fairly well articulated research design and simply plugs the data and 
the action into pre-existing grid, follows the linear process of research from data 
collection to analysis to representation and presto, produces knowledge. In this 
description of research, the researcher seems to have an unchanged essence that retains 
its integrity in spite of the relationships within which she works during her project. She 
stands above her research, untouched by it (St Pierre 1998, p.2). 
Thinking in this way, it comes to matter in our stories of inclusive schooling that most of the 
teachers are women, that many of the peer helpers are young females, and that kindergarten 
children and a majority of teachers construct tales of fear about disability. It also matters that 
social justice issues have become sidelined within Australia. The proposed Federal review of the 
NSES has not occurred and the likelihood of national social justice priorities is diminishing within 
the conservative market driven politics.  
Research in the field of the special education knowledge tradition and inclusive schooling presents 
some examples that attempt to breach established canons. What I read within the Australian 
context, however is a replication of the dominant traditions. Unsaid transformative possibilities 
when narrated in a collective form offer a cultural wisdom. The ‘membrane’ between discourse 
and everyday life is permeable (Smith 1990,p.125).  The social stories lie within our schools, 
today, the day before that, last year or many years ago. This is the cultural story of schooling, a 
story that continues to exclude students and is in theses ‘new times’ is advancing the individual 
deficit of subject. In this research I have used the eclectic interpretative schemata connected to the 
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disparate texts of inclusive schooling to evaluate the properties of discourse that circulate in the 
discursive patterns of the professional, systemic and sociocultural contexts of schooling.  
Within the thesis text I take a position that refuses to engage with a single reality of inclusive 
schooling. My research method, which, after McNiff (1993), became my practice rather than a 
field of study, is to signify an interest to transform the practice of research method within the 
postmodern. Inclusive schooling mutters school reform. School effectiveness discourses describe 
inclusive schooling as processes, as an ideal state (see Booth & Ainscow 1998, p.235, for a recent 
synopsis of the defining of terms). These are imaginings of efficiency and operationalisation and 
rational progress that are part of the modern state, which the past century has ingrained as the 
world we ought to embrace. Our present imagining remains caught in deficit and individually 
constituted viewpoints where the preserve of privileged professionals dominates, rather than 
attempts to (re)construct communicative links and leadership within classrooms, curriculum and 
community.  
In my simultaneous viewing, research about one local attempt at reforming the education of 
students with disabilities as has occurred during the implementation of the ISDP, leads me to 
problematise the advance of another singular discourse – the reinvention of special education as 
inclusion and exclusion (Booth & Ainscow 1998, p.243). Postmodern forms suggest to me that 
while we can and do sit our heavy pairs together to weigh up, and to set limits of the other in each 
other, the conversations in a feminist science pay attention to simultaneous viewpoints rather than 
put sole reliance upon one realism where ‘the end of the millennium becomes a trope for swerving 
away from the brands that mark us all in the too persuasive stories of The New World Order, Inc’ 
(Haraway 1997, p.271). The invention of photography saw the reactionary backsliding of the 
official salons (Berger 1972). Photography did not end painting, photography offers another rich 
cultural source of representation and interpretation. Deconstruction and reading the postmodern 
offer dimensions for understanding how the subject is thought of as unfolding in space and time. 
Blake et al. (1998), in offering a plausible explanation of the resistance to postmodernism and 
deconstruction offer the following retort, ‘this conception of theory and the activity of offering 
deconstructive readings, is unlikely to be popular’ (p.183) and ‘We feel obliged to try and make 
sense of these difficult ideas because they offer ways forward in educational theory practice’ 
(p.185).
The social wisdom in this big story belongs to the key informants. Understanding that narrative 
works as a way of simultaneous viewing reminds us that subject/objects do not split into unitary 
forms. Rather, subject/objects are authored. Seeing ourselves in this way attempts to break apart 
the canons that dominate education. This, in my narrative, is a pedagogy of dialogical interaction, 
of critical thinking and of different stories of identity being told. To read inclusive schooling as a 
grand narrative of knowledge and progress in special education, is to close in the opportunity to 
understand ‘differences across cultures, social position and needs’ (Young 1995, p.143). A 
changing society, is characterised by Foucault (1984b, p.119-20) as follows:  
We would no longer hear the questions that have been rehashed for so long: Who really 
spoke? Is it he and not someone else? With what authenticity or originality? And what 
part of the deepest self did he express in his discourse? And instead there would be 
other questions, like these: What are the modes of existence of the discourse? Where 
has it been used, how can it circulate, and who can appropriate it for himself? What are 
the places in it where there is room for possible subjects? Who can assume these 
various subject fromations ? And behind all of these questions, we would hear hardly 
anything but the stirring of indifference: What difference does it make who is 
speaking?  
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These ‘polysemous texts’ (Foucault 1984b, p.119) do not have to be created, rather, they exist in a 
partial form in the everyday reality of our work in schools or the academy. This is not the 
postmodern rescue or irresponsible and impossible relativism. Rather is acknowledging that to 
privilege the discourse of a foundational knowledge of inclusive schooling as constructed by the 
special education knowledge tradition is to side step the role of all educators, schools and 
schooling systems as constructors of domination/liberation. Polysemous voices of diversity offer 
expressions and elaborations of ‘shared understandings and unshared meanings’ (Young 
1995,p.149). Contestation of knowledge helps us to envision what difference does it make who 
are speaking? (Foucault 1984b). Many would argue that the tradition of special education should 
continue as it is. It will continue, but its future relevance to processes of schooling are dependent 
on a changed view of the purposes and theorising of the field. Inclusive schooling, in my view, 
shifts the audience, the participants and highlights the persistent injustice of the value perspectives 
that remain dominant in education. Injustice is more prevalent than social justice. The polysemous 
voices signal that there is something worth contesting going on. Blake et al. (1998,p. 187) provide 
the following as a response to envisioning central concerns for education: 
In another sense, however the more central concern for education is the dominance in 
everyday thinking of a certain conception of the autonomous individual. Such thinking, 
we contend, is there in modern curriculum policy with its conception of the free agent 
whose education consists in the acquisition in a range of competencies but also in a far 
more rounded view of a liberal education, with its robust philosophical underpinning. 
The individualism that these ideas support does not stand up to the kind of scrutiny to 
which communitarian arguments can expose nor to the more rigorous consideration of 
language that poststruturalism provides.  
8
The ‘off the loom’ art form  
The narrative of the thesis text goes some way to restorying ways that the lived experience of 
performativity are available to us as a transformative opportunity. What I have contributed in my 
story is a way of working that is responsive to injustice and panopticon times, a way of working 
that highlights how entanglement, diffraction and game playing brings ‘a sharper and less 
complicit educational research’ (Stronach & MacLure 1997, p.152). In this research I have 
through a ‘field of meanings’ (Stronach and MacLure 1997,p.255) of fibre and textile arts made a 
transformed piece that is greater than the sum of its parts, taking  on the characteristics of, I hope a 
piece of art. Socially connected to the living domain of the experience of parents, children with 
disabilities, teachers, the bureaucrats and the academy, I have written a ‘big story’ that asks us to 
reflect on our situated knowleges and practices.  
Teaching as women’s work has had a history of women undertaking politicised activities that 
have had radical impacts on conditions of work and salary structures (Apple 1986,p.75). In 
contemporary Australia education practice remains under the influence of the Coalition 
government’s desire to rationalise and standardise education, to return education to a weakening 
of democratic ideals and social justice intentions. Under these conditions it is difficult to imagine 
and realise the social transformation of school reform other than through the rational perspective 
that is currently presented by determined centralist discourses. My position in this research is that 
critical ethnography, following a feminist poststructuralist reading opens the possibilities for 
transformative action as a researcher and as a practitioner. My thesis, the very efforts of inclusive 
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schooling to liberate perpetuate the relations of dominance, has recorded the textual dimensions of 
one policy, the ISDP. My research design has woven a methodological position that has threaded 
and entangled many texts together into a piece that drafts complexities of meanings, rather than 
the predicability of a tabby weave. Reading inclusive schooling as ‘contexts’, ‘texts’ and ‘politics’ 
is my contribution to the knowledge of special education theorisation; the double method, which 
foregrounds relational and critical practice is  my contribution to qualitative research.  
To attend to the many dimensions of inclusive schooling longstanding issues of how inequalities 
become reproduced throughout social systems remain central to the search. The reproduction of 
teaching as a dynamic of the sexual division of labour is one of these persistent inequalities.  The 
gendered division of labour is one of the many voices of the multiply constructed reality of school 
reform and is implicated in the idea of inclusive schooling. Teachers intersect at different points to 
the dimensions of the professional, systemic and sociocultural social structure of schooling. In this 
thesis text is a sampler of how women as teachers can act as agents with power or allow dominant 
discourses to position them without power.  In these new times of perfomativity, feminist  
poststructuralism positions women with agency to invent, create and activate research within the 
everyday processes of lives in education. Increasing the number of women as active participants 
in educational research  is central to this quest.    
The sett of my research method has enabled a viewing of policy reception and circulation in one 
educational community. The story narrates some of the difficulties where implementation is 
without a way to consider the ‘secondary adjustments which relate teachers and to the state in 
different ways. By assuming the adjustment of teachers and context to policy but not of the policy 
to context…a privileging of the policy maker’s reality’ (Ball. 1994, p.19). My thesis has explored 
inclusive schooling as a complex narrative of discursive relations. I have conceived through 
critical ethnographic exploration texts as integral and ‘active’ constituents. ‘Uncovering texts as 
constituents of relations anchors research in the actual ways in which relations are organised and 
how they operate’ Smith (1990, p. 224). In the thesis text Inclsuive schooling is read as many 
texts, many positions, many meanings. 
The ‘double-method’of critical ethnography, sett with feminist poststructuralism, that I have 
evolved, makes possible a multi-layered response to the formulation, struggle and responses to a 
research problem. The method has allowed me to entangle with practice through my everyday 
work as well as to name a communicative response that contributes to deepening our 
understanding of social justice. This is more than I could have hoped for and responds to the call 
in recent literature that research on inclusive schooling should construct the processes as ‘multi-
dimensional to capture the experiential specificity and the broader social structure (Slee 
1997,p.11). The possibility arose from a collective and communicative response and recognition 
that we are the voices, the knowledge, the power relations that a discourse constructs and allows. 
Essential to defensible practice in inclusive schooling research and school practices is a 
methodological sett which is enabling of ways to focus on epistemologies that see power as 
pervading the conceptual framework of the inquiry, both for the object of inquiry and the subject 
position of the researcher and researched. Herein lie the possibilities for opening the systems that 
are responsive to our collective and individual lives, to school reform within the context of 
understanding the issues of performativity and contemporary social justice as having to co-exist 
but with each taking on a transformed place in education. In closing I urge a conceptualisation of 
the possibilities of further research and the development pedagogy of inclusive schooling as 
needing to: 
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1. Represent knowledge as part of our contradictory and hypertextual times, supporting and 
communicating ways to understand the changing relationships of the subject. 
2. Understand the making of societies as communicative relation-ships, paying attention to our 
textual authority as teachers as researchers.
3. Respect diversity, dialogical interactions, a critical communicative consciousness and the 
partiality of our own knowing. Pedagogies that support diversity and dialogical interaction 
include the adoption of critical pedagogies, where the social actors, students, teachers, 
academics and bureaucrats ‘witness’ multiple roles. 
4. To continue to narrate the context, text and politics of inclusive schooling, asking 
poststructural kinds of questions: do our very efforts to liberate perpetuate the relations of 
dominance? We need to continue to ask these questions as ‘(I)n the absence of consensus in 
society at large the realm of values is progressively conceded to the expert and technician. 
Everything becomes governed by performativity’ (Blake et al. 1998, p.188).  
5. Produce the postmodern refraction of knowledge where feminism and poststructuralism are 
agential sources for reconstruction. 
Coda
My actions in this research are a response to past practices in the theorisation of the special 
education knowledge tradition. The past practices of the special education knowledge tradition 
have in the main been unable to respond to the messy reality of everyday practice and issues of 
standpoint, difference and embodiment, issues which are integral to understanding schooling and 
social exclusion. The efforts of inclusive schooling to liberate are subject to understanding the 
social knowledge of power and truth, as claims to truth are claims to power. What’s your story?  
‘the complexity and plurality of perspectives, voices and interests and the need for researchers to 
make them explicit’ (Booth & Ainscow 1998, p.246) 
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